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Dedication
The journey to the end of my dissertation almost seems surreal. I can remember the first
time I told my family I was going to become a doctor. They laughed and said, “who is going to
let you doctor on them.” As I laughed knowing they were just being funny, I said with pride,
“No, I’m going to be a doctor of education and reach the highest level of education possible.” I
will never forget the smiles across all of their faces because they knew that if I wanted it, I would
achieve my goal.
Making my family proud has been a motivator in everything I do. Growing up on a
family farm made me the individual I am today. As the Lowery family, we worked together,
played together, and prayed together. The morals and values that have been instilled in me came
from my family. My siblings and I were taught at a very young age that hard work, kindness,
and honesty are the qualities we should possess in everything we do. Those morals and values
have led me to the end of my dissertation journey.
There are several people I want to dedicate this dissertation to. First, my brother, Wayne,
and my sister, Thurstie. All of our lives I have been the spoiled baby and we all knew it. The
two of you never resented me for it and you were always my biggest cheerleaders. The one thing
I know you are most proud of me for is my academic achievements. Thank you both for always
believing in me and pushing me to do the things you missed out on. I hope that I make you
proud, and one day I hope to return the favor of all the many things you have done for me along
the way.
Secondly, I dedicate this dissertation to my butterbean, Maddie. You were just coming
into this world when your mommy was on this journey. You don’t know it yet, but I did all this
for you and your brother so that you could have more than I ever did.
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Thirdly, I dedicate this dissertation to my sweet son, Aaron. Oh Aaron. The road you
and I have traveled down holds a special place in my heart. For so long it was just you and me.
I remember those days just like it was yesterday. You, my son, were the ultimate driving factor
in your mommy continuing her education. I wanted so badly to be able to provide for you as a
single parent that I went back to college and got my Masters. You are so much smarter than I
ever was at your age, and know that if mommy can do well in school and succeed, the sky is the
limit for you. You are mommy’s smart boy and I expect great things from you.
Fourthly, I want to dedicate this dissertation to my amazing husband, Casey. I cannot
count the number of times I cried, screamed, and gave up on myself on this doctoral journey.
Casey, I am sure you got tired of hearing me talk about my doctoral school work, and hearing me
complain that I was never going to be able to finish and that I just could not do it, but not once
did you allow me to quit. You always gave me comfort in knowing that you believed in me and
that no matter how bad I thought it was, “we” were not giving up. You have given me a life I
never thought I would have, and now when I reach a goal as great as completing this dissertation
I have someone to share it with. I love you and I hope I have made you proud.
Fifthly, I want to dedicate this dissertation to my mother. There are not enough pages in
the world to describe the feelings and gratitude I have for this woman. Mama, of all the people
who believed in me, you were always top on the list. You knew from the time I was a young
child what my calling was, and you always nurtured that calling by motivating me to use my
strengths and talents to become the best person I can be. I know that at this moment you are the
proudest woman on earth. None of this could have been possible without the support and love
you gave to me. I know that I have given you gloomy days in the past, but I hope as I dedicate
this dissertation to you that your days are now filled with sunshine. Your baby girl did it and I
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did it to make you and daddy proud. Of all the lessons I have learned on my journey to
becoming a doctor there is one lesson I did not learn in school. That lesson came from you, and
it stands before anything else I have ever learned: “mommy and Jesus love you and you can do
anything you put your mind to if you believe and work hard.” This simple philosophy has been
the bedrock of my life and helped shape me into the woman that I am today. I know you said
those words so many times to me that you did not think I was listening, but I was. I was
listening, mama, and because of what you taught me I dedicate this dissertation to you. I love
you and I know you are proud of me. Thank you for being the best mother a child could ask for
and always motivating me to be the best that I could be.
My last dedication is so very hard for me to write. I dedicate this dissertation to my
daddy. Daddy, my whole life I wanted to impress you and make you proud. So many of my
milestones you were not here to witness. I have cried a million tears in sadness that you could
not see the woman I have become. Growing up as your little girl, I was granted the best father a
girl could wish for. You were the strongest, smartest, funniest, and most giving man on earth
and I was lucky you were mine. Growing up, you made sure I had what I needed and most of
what I wanted. I did not know it then, but you were providing me with the skills I would need to
be successful in life. From you I learned that hard work, honesty, and kindness are the best
qualities a person can have. You taught me that I was not too good for manual labor, or too
unintelligent to accomplish anything I put my mind to. You knew all along I was destined to
become something great and that I would achieve something so unimaginable it would make me
a different person. I am here daddy. I’ve made myself into something I never thought possible,
and it is all because of the lessons I learned from you and mama. Oh, how I wish you were here
to see me now. I know that tears are falling from heaven from you in both sadness and happiness
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at this great accomplishment of mine, so to you, “diddy,” I dedicate this dissertation and I hope I
have impressed you and made you proud. Love always, Sally.
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Abstract
There has been adequate research devoted to understanding why individuals choose to
become teachers. From the research on why individuals choose to become teachers, there is
evidence that certain motivators and influences impact an individual’s decision to become a
teacher. The purpose of this study was to determine why some first-generation college graduates
in an identified city school division is Southside Virginia chose to become licensed Virginia
teachers.
This study used a phenomenological method to investigate the question of why some
first-generation college graduates choose to become licensed Virginia teachers. Data collection
focused on using six open-ended interviews with six current licensed Virginia teachers in an
identified Southside city school division. The FIT Choice model framework was used as the
theoretical underpinning for this study to identify key factors, motivators, and personal
experiences to understand the essence of why some first-generation college graduates choose to
become licensed Virginia teachers.

xiii

Chapter 1: Introduction
Many topics have been well researched in the field of education. One of those topics is
first-generation college students (FGCS) and first-generation college graduates (FGCG). Certain
characteristics about FGCS and FGCG have been identified in studies, and a body of literature
has been developed on this topic. While the populations of FGCS and FGCG overlap, they are
not the same. FGCG are a subset of FGCS. Throughout this literature review, FGCS and FGCG
are identified as separate populations; however, it is important to understand that in order to
become a FGCG, one must be a FGCS first. Therefore, many of the characteristics and statistics
of FGCS could impact the progression and success of becoming a FGCG.
Garrison and Gardner (2012) conducted a study that used a qualitative research approach
to explore FGCS from a holistic perspective to investigate their personal assets. In a longitudinal
study conducted by Ishitani (2003), the researcher found that the populations of FGCS are often
less involved with college peers and faculty, and this disengagement placed limitations on their
integration and social acclimation in their college experiences. Chen (2005) and Murphy and
Hicks (2006) conducted research on the disadvantages FGCS have when entering college. The
disadvantages included not being prepared for college level mathematics, being less confident
about academic abilities than non-FGCS, needing remedial assistance in college, and being
unfamiliar with the college environment.
To appreciate the qualities of this group, it is important to recognize that there was not
one universally accepted definition of a first-generation college student (FGCS) or graduate
(FGCG). For this study, a FGCS was defined as a person whose parents never enrolled in
postsecondary education (U.S. Department of Education, 1997) and whose parents’ highest level
of education is a high school diploma or less (U.S. Department Of Education National Center for
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Education Statistics, 1998). A FGCG was defined as a first-generation college student who
completed a bachelor’s degree.
Another topic that has garnered the attention of researchers in the educational field is the
topic of why an individual chooses to become a teacher. Lui (2010) and Hellsten and Prytula
(2011) have identified key themes that motivate people to become teachers. Along with finding
these themes, models and frameworks have been applied in research studies to get a better
understanding of why an individual chooses to become a teacher. In research conducted by
Richardson and Watt (2006), the FIT-Choice (Factors Influencing Teaching Choice) model was
applied to reveal motivations for becoming a teacher. Another finding that has surfaced from
research on why individuals choose to teach is the influence of certain people. A study
conducted by Beltman and Wonsnitza (2008) indicated that immediate family and classmates
could influence a person’s decision to become a teacher.
A review of the literature revealed a considerable amount of research regarding FGCS
and FGCG and why individuals choose to become teachers; however, there was a lack of
evidence in the literature that makes a connection between FGCG and why they chose to become
teachers. Furthermore, it appeared that a study has not been conducted on why FGCG chose to
become licensed Virginia teachers.
This research study focused on the essence of why some FGCG chose to become licensed
teachers in Virginia. Key factors, motivators, as well as personal experiences were considered to
try to understand why this population chose to become licensed Virginia teachers. Findings from
this study were obtained through a qualitative transcendental phenomenological study of FGCG
licensed Virginia teachers who currently teach in a Southside Virginia city school division. The
research from this study adds to the literature in terms of why some FGCG choose to become
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licensed Virginia teachers. This addition to the literature may be helpful to colleges and
universities recruiting first-generation college students.
Purpose of the Study
The purpose of this transcendental phenomenological study was to investigate why some
FGCG in an identified Southside Virginia city school division chose to become licensed Virginia
teachers. The study identified the key factors, motivators, and personal experiences as to why
these FGCG chose to become licensed Virginia teachers.
Focus of the Study
This study focused on current FGCG licensed Virginia teachers in a city school division
in Southside Virginia. The participants for this study were teaching in this specific city school
division at the time of the study. This study featured in-depth interviews involving FGCG
licensed Virginia teachers of various grade levels, subjects, gender, and years of service. The
results from this study could possibly lead to a future study on what attracts FGCG to STEM
fields at the middle and high school level or teaching positions at the elementary level.
Theoretical Framework
The development of the theoretical framework for this study began with a search process
of current literature on the topic of why some FGCG chose to become teachers. The literature
researched was retrieved through a process of database searches as well as journal article
reviews. The literature obtained came primarily from the ERIC and Google Scholar
databases. The literature review revealed there was very little information that explained why
some FGCG chose to become teachers or licensed Virginia teachers.
While no theoretical framework was found in the literature for why some FGCG chose to
become teachers, the FIT-Choice model framework was noted as a structure for understanding
why people chose teaching as a career. The FIT-Choice model framework was developed by
3

Paul Richardson and Helen Watt. This model framework provides a protocol to guide systematic
investigation into the question of why people choose to become teachers (Richardson &Watt,
2006). Richardson and Watt designed their model framework based upon the expectancy-value
theory, which indicates that the beliefs and values of individuals are crucial motivators in
predicting career choices. Richardson and Watt (2006) adjusted and applied the expectancyvalue theory to their FIT-Choice model framework. Their FIT-Choice model framework as the
theoretical framework used for this study.
The FIT-Choice model framework is based upon five constructs: socialization influences,
task, self-perceptions, intrinsic values, and fallback career. “The model represents different
psychological mechanisms which are involved in the choice of teaching as a career, and all parts
of the model work together in individuals’ decision-making” (Watt, Richardson, Klusmann,
Kunter, Beyer, Tratuwein, & Baumert, 2012, p. 792.
The first construct is the socialization influences construct. This construct represents
people, social situations, and prior teaching and learning experiences that may lead to an
individual becoming a teacher. Examples of socialization influences that may motivate some
FGCG to choose to become licensed Virginia teachers include parents’, friends’, or role models’
impact, as well as prior learning and teaching experiences.
The second construct—the task construct—is two-fold, including task demands (i.e.,
expertise and difficulty) and task returns (i.e., social status and salary) (Richardson & Watt,
2006). Task perceptions that could influence an individual’s decision to become a licensed
Virginia teacher may include required qualifications to be a teacher, the demands of the job, the
salary, and the perception of the social status of being a teacher.
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The self-construct of the FIT-Choice model framework represents individuals’ selfperceptions about their own teaching abilities and is the third construct. Self-perceptions are the
perceived teaching abilities that an individual believes they possess that may influence their
choice to become a teacher.
The fourth construct is the intrinsic value construct and it represents both personal utility
values and social utility values. These intrinsic value influences could arise from personal goals
or service-oriented goals. Examples of personal utility values include, but are not limited to, job
security, more time for family, and job transferability. Examples of social utility values include,
but are not limited to, shaping the future of children, making a social contribution, or working
with children.
Lastly, the fifth construct that may affect an individual’s choice to become a licensed
Virginia teacher is choosing to do so as a fallback career. The fallback career construct
represents those individuals who did not necessarily choose to become teachers but rather have
defaulted to it (Watt et al., 2012). Reasons for defaulting to a teaching career include the
inability to get into a degree program of the individual’s choice or being unsure of what career
they want (Watt, et al., 2012). An overview of these constructs and their perceived relationship
is shown in the FIT-Choice Model in Figure 1.1.
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Figure 1.1 FIT- Choice Model Framework

Research Questions
This research study included one central research question enhanced by a set of four subquestions. The central research question was: Why do some first-generation college graduates
choose to become licensed Virginia teachers? The set of sub-questions that fell under this
overarching research question were: 1) What socialization influences motivate some FGCG to
choose to become licensed Virginia teachers? 2) What task demands or returns motivate some
FGCG to choose to become licensed Virginia teachers? 3) What self-perceptions about teaching
abilities motivate some FGCG to choose to become licensed Virginia teachers? 4) What intrinsic
values motivate some FGCG to choose to become licensed Virginia teachers? By conducting
open-ended interviews, sub-questions one through four were answered. After the interviews
were conducted, the researcher collected data that provided an answer to the overarching
question of why some FGCG choose to become licensed Virginia teachers.
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Search Terms
Before beginning this study, terms were used to locate and review previous research
about why some FGCG choose to become teachers. Search terms such as “teacher motivation,”
“first-generation college graduates,” “first-generation teachers,” “college graduates,”
“connection between teaching and first-generation students,” “why teach,” “first-generation
college students,” “theoretical frameworks for teaching,” “models for teaching,” and “theories on
why people teach” were entered. The research review yielded results from educational journals
that included but were not limited to Research in Higher Education, Journal of Higher
Education, and American Journal of Education.
Definition of Terms
Within the context of this study, the following definitions were applied:
Figure 1-2
Description of Terms
Term

Definition

Source

Continuing-generation
college student
(CGCS)

a student that has at least one parent or
guardian with at least a bachelor’s degree

Mead, 2012, p. 10

Expectancy-value
theory

a theory used to explain motivations for
academic and career choices based on
values and ability beliefs

Wigfield & Eccles, 2000

FIT-Choice Model
Framework

a comprehensive and coherent model to
guide systematic investigation into the
question of why people choose a teaching
career

Richardson &Watt, 2006,
p. 31

First-generation college those students whose parents never
student (FGCS)
enrolled in postsecondary education and
whose parents’ highest level of education
is a high school diploma or less

U.S. Department of
Education, 1997, p. 120121
U.S. Department Of
Education National
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Center for Education
Statistics, 1998, p.7
First-generation college a first-generation college student who
graduate (FGCG)
completes a bachelor’s degree

Royall, 2013, p. 5-6

First-generation college a teacher who has a valid Virginia
graduate (FGCG)
Teaching License
licensed Virginia
teacher

Spencer, 2015

Methodology
The methodology used for this research study consisted of a qualitative transcendental
phenomenological research design. According to Lichtman (2013), a research design with a
phenomenological approach looks at the experiences of those who have lived with or
experienced a particular phenomenon. This type of research design allowed the researcher to
gain a deeper understanding as to why some FGCG choose to become licensed Virginia teachers.
The sample for this study was gathered by a purposeful random sampling from current FGCG
licensed Virginia teachers in a Southside Virginia city school division. Grade levels, subjects,
gender, and years of service were not factors in the sample selection criteria.
Interviews served as the data gathering instrument for this study, and the protocol was
based on themes found in existing literature. Van Manen (1997b) stated that phenomenological
interviews are “a means for exploring and gathering experimental narrative material” (p. 66). A
semi-structured format utilized open-ended interview questions which identified motivational
factors that led the participants to become FGCG licensed Virginia teachers in a Southside
Virginia city school division.
Participants for this study were advised to anticipate that their participation would
involve an interview of an estimated 90 minutes. A follow-up interview would only be needed in
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the event the first interview had to be stopped before the interview process was completed or
issues arose in the record keeping. Interviews were transcribed by the researcher through the use
of Microsoft Word. Transcriptions were analyzed and fragmentation took place to develop
codes. From the development of the codes, emerging themes arose. The methodology of this
study is covered in greater detail in chapter three of this dissertation.
Significance of Study
This research may be significant because the findings may potentially impact the field of
education by identifying why some first-generation college graduates (FGCG) choose to become
licensed Virginia teachers. If educators can understand what motivates this population to
become teachers, the cycle of FGCG who choose to become licensed Virginia teachers could
continue or be expanded. This research study sought to fill the gap in the literature that makes
the connection between FGCG and why they choose to become licensed Virginia teachers. Also,
this research may be valuable to schools of education attempting to attract students (particularly
FGCS) into the teaching profession.
Limitations
There were potential limitations to this study. This study was limited to FGCG licensed
Virginia teachers who currently teach in a Southside Virginia city school division. The findings
of this study may not be generalizable to other localities outside of this particular Southside
Virginia city school division. Additionally, due to the fact that the researcher is a FGCG
Virginia licensed teacher, the study may be affected by some researcher bias. However,
bracketing was used to address this bias. Bracketing is a “process used by phenomenologists to
identify and set aside the researcher’s preconceived beliefs” (Lichtman, 2013, p. 321). Another
potential limitation of this study was that the researcher knew some of the participants due to the
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fact that the researcher and participants all work in the same school division. The study was also
limited because data for this study was self-reported; therefore the data could not be
independently verified and could have been affected by participant bias. To ensure reliability and
validity of the study, member checking was included in which participants had an opportunity to
review their final phenomenological descriptions.
Organization of Dissertation
Chapter one of the dissertation provided the introduction to the study. This chapter
included the statement of the problem, purpose of the study, theoretical framework, research
question, search terms, definition of terms, methodology, significance of the study, and
limitations. Chapter two is a review of the literature of FGCS and FGCG, why individuals
choose to become teachers, and why FGCG choose to become teachers. Chapter three describes
the methodology used in this research study, including a qualitative transcendental
phenomenological research design. Chapters four through nine will document each interview.
Chapter ten presents the data and themes that arise from the study. Finally, a summary of the
study, concluding statements, and recommendations is detailed in chapter eleven.
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Chapter 2: Literature Review
The question that drove the literature reviewed for Chapter two was why some FGCG
choose to become licensed Virginia teachers. While searching for literature and research on this
topic, the researcher found a lack in the literature in the area of why FGCG in particular chose to
become licensed Virginia teachers. Literature existed on FGCS and FGCG and why individuals
in general choose to become teachers. Three main sections make up the body of the literature
reviewed. The first section of this literature review focuses on FGCS and FGCG. The second
section focuses on why individuals in general choose to become teachers, and the final section of
the literature review focuses on any literature that could bridge the gap for the lack of
information pertaining to why FGCG choose to become licensed Virginia teachers.
The literature obtained for this review was retrieved through a process of database
searches as well as the researcher reviewing journal article reviews. The most widely used
database for information came from ERIC, an online library of education research and
information. Another web search engine used to collect information was Google Scholar, a
search engine that provides the full text of scholarly literature across an array of publishing
formats and disciplines. Search terms that were used to electronically retrieve data and
information included: “teacher motivation,” “ motivations for teaching,” “first-generation
college students,” “first-generation college graduates,” “first-generation teachers,” “college
graduates,” “connection between teaching and first-generation students,” “why teach,” “why
become a teacher,” “first-generation college students,” “theoretical frameworks for teaching,”
“models for teaching,” “theories on why people teach,” “teaching profession,” “teaching
practice,” “beginning teachers,” “teacher retention,” “factors that lead to teaching,” and
“experiences of FGCG teachers.” Indices of the following journals were reviewed to identify
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relevant studies: Journal of Higher Education, American Journal of Education, Australian
Journal of Teacher Education, and Research in Higher Education.
First-Generation College Students and Graduates
This section of the literature review focuses on FGCS and FGCG. There has been
significant academic research conducted on FGCS. Through the research conducted on FGCS,
one point of interest has been how to define FGCS. The US Department of Education defines
FGCS “as those students whose parents never enrolled in postsecondary education” (U.S.
Department of Education, 1997, p. 120-121). FGCS are also defined as those whose parents’
highest level of education is a high school diploma or less (U.S. Department Of Education
National Center for Education Statistics, 1998, p.7). A limitation was discovered when
evaluating the literature on FGCS and FGCG; literature related to FGCG is not as abundant as
literature on FGCS. The shortage of literature on FGCG could be a by-product of academic silos
by researches mainly focusing on the barriers FGCS face in college, retention of enrollment for
FGCS, or persistence of FGCS through higher education. Once the FGCS graduates college and
becomes a FGCG, available research on FGCG is very limited.
Statistics on FGCS and FGCG highlight the unique challenges and experiences these
students face. According to the research, “sixty-eight percent of FGCS planned to enroll in
college immediately after high school, but only 24 percent actually enrolled and graduated from
college within eight years, compared with 91 percent of continuing generation college students
(CGCS) who planned to enroll and 68 percent who earned a degree within the time” (Engle,
2007, p. 29). According to the U.S. Department of Education (2010), almost 50 percent of
students in higher education today are FGCS (U.S. Department of Education, 2010). These
statistics give the impression that many FGCS face unique challenges to become a FGCG.
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In the article, “A Model of the Intergenerational Effects of Parental Education” by
Feinstein, Duckworth, and Sabates (2004), the authors deduce that parental education is a major
factor that affects inter-generational transmission of education in families. According to
Feinstein et al. (2004), parental education is a strong factor influencing post-secondary
access. Through their research, Feinstein et al. (2004) found that parents with more education
tend to share in their children’s educational pursuits and will pass down skills and beliefs that
will help them achieve academically. Feinstein et al.(2004) also claim that more educated
parents have greater familiarity with schools and teachers as well as the post-secondary process
and experience. The authors also state that “the high value parents place on education can thus
be transmitted when they actively provide their children with an environment that encourages
educational attainment” (Feinstein, Duckworth, & Sabates, 2004, p. 1). Feinstein et al.(2004),
make a clear claim that parental education plays a vital role in the educational attainments of
children.
The research conducted by Feinstein et al. (2004) on intergenerational effects of parental
education bridges research from other studies about FGCS and FGCG. These studies are
explained in more detail in the first section of the literature review (Characteristics of FGCS and
FGCG) that addresses topics about FGCS and FGCG such as characteristics, comparisons to
CGCS, transition from high school to college, paying for college, college persistence, and
college outcomes.
Characteristics of FGCS and FGCG
FGCS and FGCG have unique characteristics and demographics that are explored in
various studies. Engle’s (2007) study highlights the demographics of FGCS: “Demographically,
FGCS are more likely to be female, older, Black or Hispanic, have dependent children, and come
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from low-income families” (p. 250). This section of the literature review will discuss
characteristics of both FGCS and FGCG.
Authors Liz Thomas and Jocey Quinn (2007) wrote a book entitled First Generation
Entry into Higher Education: An International Study. The authors highlight some of their
findings from an international comparative research study that explored access and success of
FGCS. Thomas and Quinn (2007) found that many FGCS have fears or insecurities about
college and that FGCS find large college classes and lectures intimidating.
Researchers Kim and Sax (2009) also conducted a study on some of the characteristics of
FGCS. “For this study the researchers examined whether the effects of student–faculty
interaction on a range of student outcomes—i.e., college GPA, degree aspiration, integration,
critical thinking and communication, cultural appreciation and social awareness, and satisfaction
with college experience—vary by student gender, race, social class, and first-generation status”
(Kim & Sax, 2009, p. 437). Utilizing data from 58,281 students who participated in the 2006
University of California Undergraduate Experience Survey (UCUES), Kim and Sax (2009)
found that interaction between faculty and FGCS was very limited and that these students often
hesitate to seek help.
The choices of where to live and whether to work a job while attending college were
unique concerns that arise for many FGCS and FGCG. Survey-trends data from the Cooperative
Institutional Research Program (CIRP) Freshman Survey administered by the Higher Education
Research Institute at UCLA found that, due to financial considerations, a majority of FGCS live
off-campus or commute from home. The report indicated that most studied within a 50-mile
radius from home and many FGCS had full-time or part-time jobs (Higher Education Research
Institute [HERI], 2007). These constraints often prevent them from participating in

14

extracurricular activities on campus, and therefore many are unable to fully integrate into college
life.
In conclusion, FGCS and FGCG have unique characteristics that differ from their CGCS
peers. FGCS and FGCG characteristics include insecurities about college, where they live, and
financial obligations while being a college student. FGCS complete college at lower rates than
CGCS and seem to have limited postsecondary opportunities and college outcomes (Engle,
2007). The following table was obtained from the U.S. Department of Education’s 2004
National Postsecondary Student Aid Study (NPSAS), and it highlights some of the demographic
and enrollment characteristics of FGCS in Texas. Table 2.1 provides an overview of some of the
characteristics related to FGCS, and it provides percentages concerning the characteristics for
FGCS and CGCS.

Table 2.1

Source: The Pell Institute for the Study of Opportunity In Higher Education
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Comparison of FGCS and FGCG to CGCS
FGCS and FGCG represent an increasing percentage of overall college enrollments
(Choy, 2001). FGCS and FGCG are trailblazers who lack family role models that took the
necessary steps to enroll in college (Garrison & Gardner, 2012). This population of students is
different from their parents because they choose to go to college, and this decision sometimes
causes alienation from their families and creates challenges for them in college (Garrison &
Gardner, 2012). Two studies in particular identify some differences when it comes to college
students based on whether or not they are FGCS or CGCS and the influence their parents’
college attainment level has on them.
In a study conducted by Murphy and Hicks (2006) that involved a sample of 203 cases,
the differences in academic expectations of FGCS and CGCS who attended a public four-year
historically-black university in Maryland were investigated. There were 133 FGCS and 70
CGCS in this study. The study used an ex-post facto design with a population of students who
were enrolled in the same psychology course. The major limitation of this study was that its
sample was predominately African-American. Aside from this limitation, the researchers found
that students who have parents with no college experience (FGCS) are more likely to come from
homes with lower household incomes than students whose parents have bachelor’s degrees
(CGCS). Murphy and Hicks (2006) also found that students whose parents have no college
experience (FGCS) are more likely to stay at the school where they originally started and to not
transfer to another school. The researchers attribute this finding to the fact that those with lower
incomes will have less ability to transfer to another college due to a lack of financial
resources. Murphy and Hicks (2006) believe that not being able to transfer to another college
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could negatively affect the FGCS because these students may stay at an institution where they
are not satisfied or successful.
In a longitudinal study conducted by Ishitani (2003), the researcher found that FGCS are
often less involved with college peers and faculty than CGCS, and this disengagement places
limitations on their integration and social acclimation during their college experiences. This
study used a sample cohort of 1,747 college students who matriculated in the fall of 1995 at a
four-year comprehensive public university in the Midwest (Ishitani, 2003). The sample included
1,016 FGCS and 731 CGCS. “The study looked at both CGCS and FGCS fall and spring
semester enrollment status for 5 academic years” (Ishitani, 2003, p. 439). Ishitani’s study
controlled for race, gender, high school GPA, and family income factors. “Using dichotomous
variables, this study attempted to examine volunteer departure behavior for a group of students
who had good academic standing in each academic year” (Ishitani, 2003, p. 441). The study
found that FGCS are more likely to leave college than CGCS. There were evident differences
found in FGCS compared to CGCS. Of those differences, it appears that FGCS have more
challenges and obstacles to face for graduating than CGCS.
Transition of FGCS from High School to College
Much of the literature on FGCS pertained to the transition from high school to college.
Chen and Carroll (2005) report that the results from the Postsecondary Education Transcripts
Study (PETS) of the National Educational Longitudinal Study of 1988 show that FGCS are at a
distinct disadvantage in gaining access to college, and Ishitani (2003) reports that FGCS are 35
percent less likely to enroll in college than CGCS.
For those FGCS who were accepted into college, the disadvantages involved with college
access can make the transition from high school to college difficult. The pre-college process is
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often a complex progression involving both high school preparation and family dynamics
(Royall, 2013). Researchers identify some challenges FGCS have when transitioning from high
school to college. According to the study Ishitani (2003) conducted, FGCS arrive in their higher
education settings with less academic preparation in terms of high school course selection, lower
GPAs, and lower scores on college admissions tests. Both Chen (2005) as well as Murphy and
Hicks (2006) found through their studies that FGCS are less prepared for college because they
are less likely to take higher-level mathematics courses in high school. Based on their academic
experiences and unfamiliarity with the college environment, it’s likely that many FGCS also
have unrealistic expectations about successfully graduating from college (Murphy & Hicks,
2006).
According to Chen (2005), many FGCS have high expectations for degree attainment, but
only 24 percent of FGCS actually attain a bachelor’s degree. FGCS are more likely to delay
post-secondary entry by beginning at a two-year institution or by attending part time or
inconsistently (Chen, 2005). A majority of FGCS (55 percent) take some remedial courses
during their college years—compared to 27 percent of CGCS—which could imply that FGCS
are struggling from the start of their college careers (Chen, 2005). These findings indicate that
FGCS transitioning from high school to college often have a negative start to their pre-college
process.
Garrison and Gardner (2012) conducted a study on three student participants from Utah
State College. This study used a grounded theory methodology and appreciative inquiry to
investigate the personal assets that students bring to college. Garrison and Gardner (2012) based
their study on the positive psychology theory: a theory that uses scientific understanding and
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effective intervention to aid in the achievement of a satisfactory life while focusing on personal
growth.
Garrison and Gardner’s (2012) data revealed that FGCS often have “proactivity, goal
direction, optimism, and reflexivity” (p. 2) as personal assets. The researchers also identify 13
contributing factors that support the development of these assets, which are influenced by their
lived experiences and socio-cultural positioning: “resourcefulness, strategic thinking, selfreliance, practical realism, flexibility, persistence, positivity, hopefulness, self-confidence,
insightfulness, compassion, gratitude, and balance” (Garrison & Gardner, 2012, p. 2). Although
Garrison and Gardner’s (2012) study provided some insightful information, the study is limited
by its small sample size of only three participants.
These findings indicated the personal assets of FGCS are what help them transition from
high school to college with a positive attitude. Literature about the transition of FGCS from high
school to college indicated that, even though some studies suggest that FGCS have the personal
assets and abilities to do well in college, they still have a great deal working against them to
transition from high school to college.
Paying for College
FGCS and FGCG may be at a disadvantage when it comes to paying for college because
they may lack specific types of knowledge. FGCS “often times do not understand the steps
necessary to prepare for higher education” (Vargas, 2004, p. 7). One of these steps is to know
how to finance a college education. The literature and research in this section of the literature
review focused on some issues FGCS face when it comes to financing their college education.
According to an American Council on Education (ACE) study, FGCS and parents of
FGCS are one of the most misinformed groups about college costs and financial aid: “They
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commonly overestimate college costs and are unaware of the possibility of and procedures for
receiving financial aid to pay for college” (Vargas, 2004, p. 7). FGCS and their parents do not
realize that most financial aid is awarded on the basis of financial need rather than academic
merit (Vargas, 2004). Vargas (2004) states lacking financial aid information clearly can
discourage FGCS from pursuing college. FGCS do not refuse to enroll in financial aid because
they do not have the ability or will to do so; rather, they may simply not receive basic
information about requirements, or they may find it challenging to manage all the various
deadlines and paperwork associated with applying for aid (Vargas, 2004).
In 2006, The Pell Institute for the Study of Opportunity in Higher Education released a
report by Engle, Bermeo, and O’Brien about a research study that had been conducted on FGCS.
The study focused on FGCS in Texas who were transitioning from high school to college. “The
purpose of this study was to ascertain from FGCS themselves which messages and services have
the most impact on whether or not they enroll in college” (Engle, Bermeo, & O’Brien, 2006, p.
9). From this research, factors that affect FGCS’ access to college were identified. One of the
factors identified that negatively affects the FGCS’ pursuit of college is that they are unaware of
resources to pay for college: “The study found that in the case of FGCS, getting information
about financial aid was especially important, and most students were unaware of the types and
sources of financial aid available and how to apply for them. Without the guidance, and more
importantly, assistance in applying for aid, the financial barriers to college would have crushed
students’ aspirations” (Engle et al., 2006, p.6). This research, combined with Vargas (2004) and
Engle, Bermeo, & O’Brien (2006), demonstrated that there is a concern amongst FGCS
regarding how to finance their pursuit and this may lead to them having a false belief that their
degree is financially unattainable.
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College Persistence
Previous research has addressed FGCS’ and FGCG’ ability and desire to persist through
college to graduation. Research has been conducted to “investigate the relationships between
student characteristics and college persistence” (Murphy & Hicks, 2006, p. 4). Research
indicated that student characteristics and preparation for college during high school can affect
how FGCS and FGCG persist through college.
In a longitudinal study conducted by Ishitani (2003), attrition behavior of FGCS was
assessed. “The focal point of this investigation was to examine whether the effects of
independent variables hypothesized to influence student departure behavior vary at different
points of a student’s academic career” (Ishitani, 2003, p. 435). Ishitani (2003) found that college
persistence may be affected by student characteristics such as gender, race, and high school
achievement.
Researchers involved in three different studies discovered findings that relate to the
college persistence of FGCS and FGCG. A three-year ethnographic study conducted by
Redmond (2006) found that FGCS’ engagement with their education was restricted mostly to
formal academic requirements and that, throughout their college tenure; FGCS are not likely to
get involved in other socio-cultural aspects of college life. Somewhat similar to Redmond’s
findings, researchers Garrison and Gardner (2012) found that, among those FGCS who overcame
obstacles and enrolled in college, some had difficulty remaining enrolled and graduating. In
relation to Garrison and Gardner’s study, Chen (2005) reported that many of the FGCS who were
able to enroll in college will need remedial assistance after they enroll in college due to their
weaker high school academic preparation.
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According to the Postsecondary Education Transcripts Study (PETS) of the National
Educational Longitudinal Study of 1988, FGCS do not perform as well as CGCS during the first
year of college, and they have lower first-year undergraduate grade point averages (GPAs)
(Chen, 2005). “In addition to having lower GPAs, FGCS were more likely than CGCS to
withdraw or repeat courses they attempted” (Chen, 2005, p.5). Data from the PETS also
indicates that when persistence and post-secondary educational credentials are measured as an
outcome, FGCS earn an average of 18 credits in their first year compared to the 25 credits CGCS
earn (Chen, 2005). The PETS data indicates that credits accumulated during the first year of
college bears an important relationship to long-term postsecondary outcomes (Chen, 2005). The
ability of freshman students to complete or not complete credits can affect how they progress
through college; “Earning fewer credits in the first year may not only prolong the time to degree,
but is strongly associated with leaving postsecondary education without earning a degree” (Chen,
2005, p.5). The PETS also reported that FGCS earn an average of 66 credits during their entire
enrollment compared to an average of 112 credits CGCS earn (Chen, 2005). This discrepancy
can be attributed to FGCS’ late starts, part-time attendance, and failure to complete college with
a degree. The research on college persistence for FGCS indicates that some characteristics of
FGCS—like possible lack of socialization outside of the academia arena, the need for remedial
assistance, potential low GPA, and need to repeat courses—could be factors that affect the ability
and desire to persist through college to graduation.
College Outcomes
Finally, the literature and research also identify FGCS’ and FGCG’ college outcomes as
another important factor. Vargas (2004) found that FGCS have a much harder time than CGCS
with making connections between career goals and educational requirements. According to
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Brown, Hesketh, and Williams (2003), when employers recruit employees, much importance is
placed on the personality package of the employee as well as the personal capital of the
employee. The personal capital of an individual consists of both hard and soft currencies.
Examples of hard currencies are credentials, work experience, sporting or music achievements,
while examples of soft currencies are interpersonal skills, charisma, appearance and accent.
These expectations of an employer work against the students from disadvantaged backgrounds
who have acquired the hard currencies by completing their academic program, but are certainly
deficient on the soft currencies because they lack the social and cultural experiences.
Along with the potential difficulties that FGCS may have with the expectations of
employers when it comes to being employed, the perception and terminology that FGCS have to
describe college outcomes is quite different than CGCS. In the literature, Redmond (2006)
reported that FGCS often use the term “job” instead of “career” and speak about employment in
terms of “work” rather than “careers.” Redmond (2006) found that FCGS “did not relate to
‘career services’ or ‘career fairs’ or ‘career-related’ activities in the educational institutions”
which in fact explained their “ambivalence to the college careers service, career fairs and careers
literature” (p. 130). There appeared to be a distinct gap between these students’ understanding
about the world of work they wish to enter and its actual expectations and demands, which
affects their ability to thrive in the workplace.
According to Choy (2001), once FGCG overcome the barriers to access, persistence, and
attainment of college, FGCG are in the same position as CGCG. Choy (2001) came to this
conclusion by measuring early market labor outcomes; “among those who completed a degree or
certificate and entered the workforce, first-generation and other students were generally
distributed similarly among broad occupation groups” (Choy, 2001. p. 27). Even though FGCG
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may use a different language to term how they perceive their employment after graduating
college, they seem to finally be on an even playing field in the workforce with CGCG.
Conclusions about First-Generation College Students and Graduates
The first section of this literature review addressed research about FGCS and FGCG.
Topics covered in this section about FGCS and FGCG were characteristics of FGCS and FGCG,
comparisons to CGCS, transitioning from high school to college, paying for college, college
persistence, and college outcomes. An analysis of the literature on these four topics indicated
that FGCS and FGCG could be at a disadvantage from the start of their college careers even
though they may have the personal assets to succeed.
The literature review on FGCS and FGCG provides information on the characteristics
and challenges of FGCS and FGCG. This knowledge was relevant to the proposed research
study because FGCG licensed Virginia teachers will be the population studied. However, in the
literature about FGCS and FGCG there appeared to be a gap in the research on why FGCG
choose to become licensed Virginia teachers. This gap needed to be filled to understand why
some FGCG choose to become licensed Virginia teachers.
Why Individuals Choose to Become Teachers
According to an Occupational Employment Statistics Survey, approximately 2.3 million
teachers were working at the elementary and middle school level in the United States in 2008
(U.S. Bureau of Labor Statistics). When census information included pre-schools, high schools,
special education teachers, and college instructors, the number climbed to approximately 6.1
million (U.S. Bureau of Labor Statistics). Literature on the topic of why individuals choose to
become teachers was explored in this section of the literature review.
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Studies that investigate why individuals choose to become teachers include mostly
qualitative studies that find emerging themes in the collected data. Written responses and
interviewing processes were also used as a means of collecting data on the topic. In order to
determine what motivates an individual to become a teacher, qualitative case studies and
comparative research studies were also used.
Entry Motivations for Becoming a Teacher
According to research on the topic, a variety of reasons motivated people to become
teachers. In an older study conducted by Alexander, Chant, and Cox in 1994 at the University of
Queensland in Australia, data was collected from 399 written essays. These written essays came
from an application process used for a Postgraduate Diploma in Education. Participants in the
study were asked to write about reasons for wanting to become a teacher in a secondary school,
as well as the personal qualities and experiences that would help a person to become a teacher
(Alexander, Chant, & Cox, 1994). The researchers were able to extract and analyze themes by
using the principal component analysis (PCA) tool and the statistical analysis software (SAS).
From the analysis of the participants’ essays, the researchers found that eight principal
components corresponded to meaningful themes (Alexander, Chant, & Cox, 1994). The eight
themes were: “patience is an important quality helping teachers deal with groups of young
Australians,” “the quality of my own enjoyment of schooling and teaming/teaching has led me to
turn to teaching as a vocation,” “imparting love of teaming/teaching as a vocation,” “my
keenness to share knowledge,” “my anticipated successful completion of the diploma,” “my
general interest in knowing and sharing language and culture,” “my hopes of success in the
diploma program as a key to career opportunities,” and “developing personal satisfaction with
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imparting knowledge” (Alexander, Chant, & Cox, 1994, pp. 45-47). The eight principal
components and the corresponding themes are displayed in Table 2.2 below.

Table 2.2
Principal Components

Themes

patience is an important quality to help
teachers deal with groups of young
Australians

patience

the quality of enjoyment of schooling
and teaming/teaching has led to
teaching as a vocation

enjoyment of learning

imparting love of teaming/teaching as a
vocation

share knowledge

keenness to share knowledge

share knowledge

anticipated successful completion of the
diploma

achieve own aspirations

general interest in knowing and sharing
language and culture

share knowledge

hopes of success in the diploma
program as a key to career opportunities

achieve own aspirations

developing personal satisfaction with
imparting knowledge

intrinsic motivation of becoming a
teacher as the need to share knowledge
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These findings indicated that a multitude of motivations to become a teacher could exist. Most
of these motivators do not stem from economical advantage or materialistic gain, but from
intrinsic goals and values, compassion, and the desire to make social contributions.
From themes found in this study, the researchers were able to identify several motivators
for why individuals in their study chose to become teachers. The motivators identified in themes
one and two were personal attributes like patience and enjoyment of learning. Themes three,
four, and six included the need to share knowledge with others as a primary motivator for
choosing to become a teacher. Themes five and seven identified the participants’ views on how
they would complete the program and receive a diploma. The participants’ aspirations to
achieve motivated them to complete the program. Theme eight identified an intrinsic motivation
of becoming a teacher as the need to share knowledge (Alexander, Chant, & Cox, 1994).
Even though the study was successful in finding out what motivates Australian
candidates to pursue a postgraduate diploma in education, there were two limitations to this
study. The first limitation was the method of analysis in and of itself because of the
identification of a fragment of a theme in theme seven (anticipation of success in the diploma).
Anticipation of success was not in itself a motive for seeking admission but rather acts as a key
to several other motives (Alexander, Chant, & Cox, 1994). This particular theme did not explain
what motivates the subjects to choose to become teachers. The second limitation was that
Australian culture is different from that of the U.S.
A study conducted by Sinclair (2008) also focused on what motivates an individual to
choose to become a teacher. In this study, Sinclair (2008) surveyed 211 pre-service Australian
teachers and found that individuals were motivated to become teachers by both internal and
external motivations. Sinclair (2008) identified ten motivations for becoming a teacher that

27

appear to be common across genders, ethnicities, and socio-economic status (SES). “These
motivations included: (1) a desire to work with students; (2) a desire to make a difference; (3)
teaching as a ‘calling’; (4) a love of teaching or a particular subject matter; (5) the influence of
significant others; (6) the nature of the work; (7) the perceived benefits of being a teacher; (8) a
desire for a career change; (9) the perceived ease of entry into the teaching profession; and (10)
the social status that accompanies teaching” (as cited in Hellsten & Prytula, 2011, pp. 2-3).
To further the research on Sinclair’s 2008 study, researchers Hellsten and Prytula (2011)
conducted a similar study and went more in-depth. “The purpose of their study was to: (1)
investigate the entry motivations of Saskatchewan (Canadian) beginning teachers; (2) determine
if the entry motivations changed over time; and (3) to examine whether there were any
differences in motivations due to demographic characteristics” (Hellsten & Prytula, 2011, p. 3).
The researchers (2011) used a mixed-method design utilizing surveys and in-depth interviews.
There were 279 participants for this study who were beginner teachers that graduated from two
universities in Saskatchewan, Canada. “Participants represented urban, rural, and northern
Saskatchewan locations as well as public and separate school systems” (Hellsten & Prytula,
2011, p. 4). One year after graduation, the participants were asked to complete a demographic
questionnaire and a survey using a Likert-type scale to rate entry motivation items (motivational
factors in the decision to become a teacher) and teacher practice motivation items (how
important are those motivational factors in motivating them as a teacher today). The data were
analyzed using SPSS and the findings were verified at 100 percent. Quantitative analysis for this
study was conducted using descriptive statistics, Chi-square tests, Independent t-tests, and
ANOVAs. Each participant took part in a one-hour long interview and was asked the following
questions: “How did you decide to become a teacher? Who or what influenced your decision?
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What other career options, if any, did you consider?” (Hellsten & Prytula, 2011, p. 4). Thematic
analysis from the interviews was also used to identify repeated patterns of meaning from the
participants’ experiences.
Results of the study conducted by Hellsten and Prytula (2011) revealed that the entrylevel teacher motivation factors that are most important included “making a difference in
people’s lives,” “working with children or youth,” and the “opportunity to teach subjects that
were of interest” (p. 18). In Hellsten and Prytula’s (2011) interviews with participants, the
researchers found four emerging themes that described the participants’ motivations to become a
teacher: (1) “always wanted to be a teacher”; (2) “significant others acted as a teacher role
model”; (3) “teaching as an alternative option”; and (4) “good match with interests and/or
education” (p. 6). The three least influential entry motivations for becoming a teacher that
Hellsten and Prytula, (2011) identified were “community leadership,” “portability of skills for
other kinds of work”, and “looking for a career change” (p. 9). The results of this study
indicated that there are numerous motivations for entry-level teachers. Hellsten and Prytula’s
(2011) study poses a limitation for the proposed study. Whereas the focus in Hellsten and
Prytula’s study is on the teacher population of Canada, this proposed research study focused on
teachers in America. However, the results of Hellsten and Prytula’s study could be applicable in
America because the motivation to enter the teaching profession could be similar for both
Canadians and Americans. The proposed research study on FGCG licensed Virginia teachers
who choose to become teachers may provide similarities between Canadians and Americans.
The findings of entry motivations to become a teacher can be both intrinsic and
extrinsic. There were no significant differences in entry motivations by marital status; however,
entry motivations can differ significantly by gender, age, and program of study. Female teachers
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placed significantly more importance on the motivational factors “working with children or
youth,” “having their own classroom,” and “the opportunity to teach subjects of interest” than
male teachers (Hellsten & Prytula, 2011, p. 6). Secondary school teachers indicated that “the
opportunity to teach subjects of interest” significantly influenced their decision to become
teachers more than individuals who chose to teach elementary (Hellsten & Prytula, 2011, p. 6).
When looking at various age groups and what motivations lead people to teach students, Hellsten
and Prytula (2011) found the following characteristics: teachers 35 years of age and older placed
significantly more importance on “looking for a career change” than teachers aged 22 to 24 years
and teachers 35 years of age and older and teachers 25 to 34 years of age also placed
significantly more importance on “salary and benefits” than teachers 22 to 24 years of age (pp. 56). Both Sinclair’s (2008) study and Hellsten and Prytula’s (2011) study reported that
individuals choose to become teachers based on both intrinsic and extrinsic motivations.
Meaningful Relationships That Lead to Becoming a Teacher
Qualitative analysis was used in some studies to determine what motivations lead an
individual to choose to become a teacher. Of those motivations found in the research, a
meaningful relationship was a common motivator that appeared numerous times. The following
two studies elaborated on this motivation.
In 2010, Lui conducted a study that examined entry-level teacher candidates. The focus
of the study was why the candidates chose a teaching career, what their professional goals were,
and what their views on the role of a teacher were. There were a total of 66 participants for this
study. The participants were divided into two groups based on the educational program they
were enrolled in. Thirty-five of the participants came from an elementary teacher education
program in the People’s Republic of China (PRC), and 31 came from a multiple subject
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credential program at a university in the USA (Lui, 2010). “The participants responded to three
questions about why they decided to become a teacher, what they wanted to accomplish as a
teacher, and how they viewed the role of a teacher” (Lui, 2010, p. 56). The two groups had vastly
different results.
The study found that the Chinese group and the American group did not show much
similarity in their answers. Both the PRC and USA teacher candidates had varying responses for
the question “Why did the teacher candidates of the teacher preparation program in PRC and the
USA decide to pursue teaching as a career?” (Lui, 2010, p. 59). “Among the top five most
popular reasons to become a teacher for the PRC group, none of them was shared by any of the
USA teacher candidates” (Lui, 2010, p. 62). This finding indicates that there could be possible
cultural differences. For the PRC candidates, the data revealed that 40 percent decided to
become a teacher because they thought teaching was a noble and respected stable profession
(Lui, 2010). Also, 20 percent of the Chinese candidates became teachers because they wanted to
produce high quality citizens for their country (Lui, 2010). As for the American candidates, the
most interesting finding from the study was that 52 percent credited their decision to become a
teacher due to the influence of teacher role models in grade school (Lui, 2010).
From the findings of Lui’s (2010) study, there was no single universal reason or
motivation for choosing to become a teacher exists. The findings of Lui’s (2010) study indicated
that, globally, individuals choose to become teachers based on how they view their relationships
with others. Some individuals choose to become teachers because they were influenced by
someone else, and others choose to become teachers because they wanted to influence others.
A second study which found that meaningful relationships may lead to becoming a
teacher was conducted by Beltman and Wonsnitza (2008). The 303 participants in this study
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came from one Australian university and one German university. The participants were firstyear students studying early childhood and primary teacher education. The instrument used for
this research study was a Circle Task. Participants were asked to think about people who
influenced them either in a positive or negative way along their journey to become a teacher.
The findings of Beltman and Wonsnitza’s (2008) study were organized around three
research questions: “who is important,” “how strong are the relative influences of different
categories of other people,” and “what are the types of positive and negative influences”
(Beltman & Wosnitza, 2008, p. 51). For the first research question, participants from both
countries most frequently named immediate family (i.e., parents, partners, siblings) as the most
important people in affecting their decision to become a teacher (Beltman & Wonsnitza, 2008).
For the second research question, the study found that, overall, immediate family had the
strongest influence on the decision to go into education, followed by a mixed group composed of
colleagues in education (i.e., fellow students in the same course or cooperating teachers on
practicum), the students’ friends from the wider community, the extended family (e.g.,
grandparents) and the students’ own teachers (Beltman & Wonsnitza, 2008). The third group
with the smallest influence consisted of people in the wider community such as neighbors or
employers (Beltman & Wonsnitza, 2008). The analysis of the third research question reported
more positive than negative influences. In terms of positive influence, the most identified
category by participants was general support, followed by positive comments about the
participants and people who were inspirational or were role models (Beltman & Wonsnitza,
2008). In terms of negative influence, “the most nominated category is negative comments by
others about teaching or the course, followed by negative comments about the student’s
suitability for teaching” (Beltman & Wonsnitza, 2008, p. 57). This study also found that some of
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the individuals who affected the decision of a person who wanted to become a teacher were
faculty or staff members at college (Beltman and Wonsnitza, 2008). These studies indicated
those preexisting relationships may have an important influence on an individual’s decision to
become a teacher.
Beltman and Wonsnitza acknowledged the failings of their own research: “A major
limitation of this study is that it did not include a comparison group of people who decided not to
enter teacher education” (Beltman & Wonsnitza, 2008, p. 60). Additionally, the majority of this
research was conducted outside of the USA, and this limits the specific perspective of why
Americans choose to become teachers.
Conclusions about Why Individuals Choose to Become Teachers
In the literature, researchers identified motivations and influences that may encourage an
individual to choose to become a teacher. Sinclair (2008) identified ten motivations for
becoming a teacher while Liu (2010) found that grade school teachers have an influence on an
individual’s choice to become a teacher. Also, research by Hellsten and Prytula (2011) found
that a person’s age could determine what their motivations are for becoming a teacher.
Meaningful relationships played a vital role in the decision of many study participants to choose
to become a teacher. Not only do the relationships with parents play a part in the decision of
choosing to become a teacher, additional studies also found that relationships with teachers and
immediate family did as well.
The literature and studies reviewed on the topic of why individuals choose to become
teachers were relevant to the proposed research study; understanding the motivators or influences
of teachers in general may be a platform to understand why some FGCG choose to become
licensed Virginia teachers. The findings from the literature review may better prepare the
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researcher to develop interview questions that may provide the data needed to answer the central
research question: Why do some first-generation college graduates choose to become licensed
Virginia teachers?
Why Some First-Generation College Graduates Choose to Become Teachers
Considerable research has been conducted regarding FGCS and FGCG. Research has
also been conducted on why individuals in general choose to become teachers. Missing from the
literature was an examination of why some FGCG chose to become teachers. The third and final
section of this literature review examined the research that may provide some insight as to why
this particular population chose to become teachers. This section also examined a theoretical
framework found in the literature that could be applied to better understand why some FGCG
chose to become licensed Virginia teachers.
Postsecondary Education and Majors for FGCS
The Postsecondary Education Transcript Study (PETS) of the National Educational
Longitudinal Study of 1988 was examined to understand course-taking experiences of FGCS and
CGCS. The PETS was a longitudinal study that began in 1988 and examined an eighth-grade
cohort until the year 2000. This study examined the majors and course-taking patterns of FGCS,
and compared these students’ postsecondary experiences and outcomes with those of
CGCS. Four follow-up surveys were conducted on a sample of the respondents in 1990, 1992,
1994, and 2000. In 1988, the baseline data was collected to provide insight about critical
transitions experienced by the students as they left middle or junior high school and moved into
high school, college, or the workforce. In 2000, a follow-up interview was conducted when most
of the eighth-grade cohort members turned 26. The primary purpose of the interview was to
collect data on what this cohort had accomplished over the 12 year interim.
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The findings of the PETS study showed that deciding on an undergraduate major appears
to pose a greater challenge for FGCS than CGCS: “One–in-three FGCS (33 percent) had not
identified a major after entering postsecondary education, compared with 13 percent of students
whose parents had a bachelor’s or advanced degree” (Chen, 2005, p. v). FGCS were more likely
to opt for a major in a vocational or technical field (as identified in Figure 2.1 below); whereas,
CGCS were more likely to choose a major in science, mathematics, engineering and architecture,
humanities, arts, or social sciences (Chen, 2005). The PETS reported that only 4.7 percent of
FGCS decided to major in education compared to 6.0 percent of CGCS. This statistical
examination of FGCS who decided to major in education was relevant for the proposed research
study on why some FGCG chose to become licensed Virginia teachers.
The PETS study poses a limitation because it was completed 16 years ago, but it is the
only research and data found in the literature that provides some insight about the percentage of
FGCS who are motivated to become teachers. The lack of more substantial or recent research on
this topic demonstrated the need for more research as to why some FGCG choose to become
teachers.
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Figure 2.1
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Theoretical Model Framework
While no theoretical framework was found in the literature as to why some FGCG choose
to become teachers, the FIT-Choice (Factors Influencing Teaching Choice) theoretical model
framework could be applied to FGCG who chose to become teachers. This model framework
was developed by Richardson and Watt (2006) and provides a comprehensive and coherent
model to guide systematic investigation into the question of why people in general choose a
teaching career (Richardson & Watt, 2006).
The FIT-Choice model framework was founded on the expectancy-value theory
framework model, a model that explains academic and career choices. Both the FIT-Choice
model framework and the expectancy-value framework are based upon motivations. The
expectancy-value theory developed by Eccles and Wigfield in 1983 indicated that individuals’
beliefs and values were crucial motivators in predicting career choices (Wigfield & Eccles,
2000). To develop the FIT-Choice model framework, Richardson and Watt (2006) adjusted and
applied the expectancy-value theory to create their own model framework, which attempts to
understand what motivates a person to choose a teaching career in particular.
The FIT-Choice model framework is based on recurring themes from the literature on
teacher education that have been identified as motivators for an individual to choose to become a
teacher. The model represents different psychological mechanisms which tap into an
individual’s perceptions about the demands and rewards associated with being a teacher. All
parts of the model work together in a person’s decision in choosing to become a teacher. The
FIT-Choice model framework is based upon five constructs: socialization influences, task, self,
value perceptions, and fallback career.
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The first construct of the FIT-Choice model framework is the socialization influences
construct. Socialization influences usually happen prior to entering college. The socialization
construct in the model represents motivations such as social dissuasion (others trying to dissuade
individuals from becoming a teacher), prior teaching and learning experiences (usually positive),
and social influences such as parents, family members, friends, role models, and colleagues
(Richardson & Watt, 2006).
The second construct of the FIT-Choice model framework is the task construct, and the
task construct is two-fold. The task construct has two components, both of which are
motivations in choosing to become a teacher: task demands and task returns. Task demands
represent expert career and high demand perceptions. An individual may be motivated to choose
to become a teacher because they perceive that teaching is a highly expert career that requires
high levels of specialized and technical knowledge. The individual may or may not be motivated
by their perceptions that becoming a teacher may entail high demands such as a heavy workload,
high emotional demand, and general hard work. Task returns represent motivations such as
social status and salary. Deciding to enter the teaching field could be motivated by the
perception that teaching is a respected and high status profession. The perceived salary of a
teacher could be a motivational factor for someone to choose this profession as well (Watt &
Richardson, 2007).
The third construct of the FIT-Choice model framework is the self-construct. This
construct represents individuals’ perceptions about their own teaching abilities. If an individual
has the perception that he or she would make a good teacher, he or she may choose to become a
teacher. If an individual has negative perceptions about his or her teaching abilities, he or she
may not be motivated to enter the teaching field (Watt & Richardson, 2007).
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The fourth construct represented in the model is the value construct, which represents
intrinsic motivations for choosing to become a teacher. The model divides these motivations
into two categories: personal utility value and social utility value. Examples of personal utility
value are motivations such as job security, time for family, and job transferability. Examples of
social utility value are motivations such as shaping the future of children/adolescents, enhancing
social equality, making a social contribution, and working with children/adolescents (Watt et al.,
2012).
The fifth construct of the FIT-Choice model that Richardson and Watt (2006) developed
is the fallback career construct. The choice to teach as a fallback career usually happens after
entering or graduating from college. The fallback career is motivated by individuals not
necessarily choosing to become a teacher, but doing so because they failed at their first career
choice or were unable to pursue what they were originally motivated to do. The choice to fall
back on becoming a teacher may include the inability to of an individual to get into a degree
program of their choice or the uncertainty of knowing what career they wanted. To understand
the sequencing of the FIT-Choice model, it is important to start from antecedent socialization
influences, followed by proximal influences of task and self-perceptions, values, and fallback
career (Watt et al., 2012). The FIT-Choice model framework is shown as Figure 1.1 in chapter
one.
Conclusions about Why First Generation College Graduates Choose to Become Teachers
The information for the section on why some FGCG choose to become teachers was
primarily gathered from the PETS longitudinal study. The PETS longitudinal study examined
course-taking patterns and majors of FGCS and compared these students’ postsecondary
experiences and outcomes with those of CGCG. The most significant finding related to why
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some FGCG choose to become teachers is that only 4.7 percent of FGCS choose to major in
education.
Even though no theoretical framework was identified in the literature as to why some
FGCG would choose to become teachers, the FIT-Choice model framework explained what
motivates individuals in general to choose to become teachers. The three sections of the
literature review—1) FGCS and FGCG, 2) Why Individuals Choose to Become Teachers, and 3)
Why Some FGCG Choose to Become Teachers—all had relevant literature and findings that
could help to understand and explain the essence of why some FGCG chose to become licensed
Virginia teachers. By understanding the characteristics and experiences of FGCG and the
motivations for choosing to become a teacher and the application of the FIT-Choice Model
Framework, the researcher of this proposed research study was able to understand and explain
the essence of why some FGCG choose to become licensed Virginia teachers.
Conclusions
There was information found in the literature on FGCS. What was most clear about
FGCS and FGCG was that they are a unique group, with distinctive characteristics, who face
challenges within higher education. FGCS comprise almost half of the population of college
students; therefore, their needs, desires, and experiences must be taken into account to help them
reach their full potential and to increase the rates of their success (Chen, 2005). Throughout the
literature, characteristics, comparisons to CGCS, transition from high school to college, ability to
pay for college, persistence during college, and college outcome were topics of interest that
continue to surface for FGCS.
There was also an enormous amount of literature that investigated why individuals in
general chose to become teachers. Most of the studies found in the literature provided qualitative
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studies, which were used to find emerging themes as to why an individual would choose to
teach. The literature also identified entry motivations for people to become teachers, as well as
meaningful relationships that lead them into the teaching profession.
The literature pertaining to understanding why some FGCG choose to become teachers
was extremely limited. The purpose of this study was to investigate why some FGCG in an
identified Southside Virginia city school division chose to become licensed Virginia teachers.
The study identified the key factors, motivators, and personal experiences as to why FGCG
choose to become licensed Virginia teachers. This research study may be significant because the
findings could influence the field of education. For example, the information obtained from this
study may be useful in increasing the number of FGCG who choose to become licensed Virginia
teachers. This increase could occur because educators may have a better understanding of why
FGCG chose to become licensed Virginia teachers; therefore, educators may be better equipped
to recruit FGCG into the teaching profession. Also, implications from this study may begin to
fill the gaps in the lack of literature as to why some FGCG choose to become teachers.
By utilizing the existing literature on characteristics of FGCS and the motivations for
becoming a teacher, as well as applying the FIT-Choice model framework as the theoretical
underpinning for this study, the research question of why some FGCG chose to become licensed
Virginia teachers was closely examined. A qualitative transcendental phenomenological
approach was utilized to try to understand the essence of why FGCG chose to become licensed
Virginia teachers. This type of research design will be detailed in Chapter 3 Methodology, the
following chapter.
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Chapter 3: Methodology
Introduction
The purpose of chapter three is to describe the methodology of this research study.
Chapter three includes the following sections: background on transcendental phenomenological
research, research design, purpose of the study, research questions, participants, data collection,
data analysis, and the chapter summary.
Transcendental Phenomenological Research
This research study used a transcendental phenomenological approach to try to
understand the essence of why some FGCG choose to become licensed Virginia teachers based
upon what has been found in the literature. According to Lichtman (2013), “the purpose of
phenomenology is to describe and understand the essence of lived experiences of individuals
who have experienced a particular phenomenon” (p. 83). Husserl, Heidegger, and Moustakas
have demonstrated the integrity and usefulness of phenomenological research.
Edmund Husserl (1859-1938) has often been referred to as the “father of
phenomenology” (Ray, 1994, p. 118) and was the developer of the phenomenological approach
in qualitative research. Husserl proposed that, to get to the roots of an inquiry, one must study an
experience using intuition and imagination to understand the essence of a consciousness (Ray,
1994). In what is now known as phenomenology, Husserl labeled knowledge of human
experience (Moustakas, 1994). Husserl believed that a phenomenon appears in the
consciousness; therefore, it cannot be understood by existing hypotheses or theories and one
must avoid deductive reasoning when using a phenomenological approach (Moran, 2000).
Another facet of Husserl’s expertise in phenomenology was that he was able to identify
the challenge of conducting phenomenological research. Husserl recognized that to describe the
essence of a phenomenon, one must be able to ignore what they think they already know about
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the experience or phenomenon. In order to do this, Husserl suggested that the phenomenologist
acquire presuppositionlessness (Moran, 2000). Presuppostionlessness is merely an attempt to
eliminate presuppositions that have not been thoroughly examined or verified (Spiegelberg,
1978). In order to acquire presuppositionlessness, Husserl suggested that a researcher must take
a passive standpoint generally referred to as epoche, or bracketing. According to Lichtman
(2013), “epoche involves the deliberate suspense of judgement” while “bracketing involves
placing one’s own thoughts about the topic in suspense or out of question” (p. 88). These two
terms are often used interchangeably (Lichtman, 2013). After a phenomenologist is able to
bracket out, the next phase that Husserl said should occur is phenomenological reduction.
Husserl described this phase as a process of looking and describing (Moustakes, 1994).
Lichtman (2013) refers to phenomenological reduction as “the process that is used to facilitate
seeking the essence of a phenomenon” (p. 88). The reduction phase is when the careful,
meticulous, and repeated examination of the phenomenon takes place. The researcher takes what
is being described by the participant who had the experience, and then the researcher “describes
in textural language just what one sees” (Moustakas, 1994, p. 90).
Husserl’s tradition of phenomenology is sometimes referred to as transcendental
phenomenology (Moran, 2000). Transcendental phenomenology describes the essence of the
participants’ experiences (Moustaks, 2004). To add to Husserl’s work, a student of his, Martin
Heideggar (1889-1976), took transcendental phenomenology to a new level. Whereas Husserl
focused on the structures of knowledge of a phenomenon, Heidegger was more interested in the
interpretation of the phenomenon (Moran, 2000). Heidegger suggested that since transcendental
phenomenology pursues a misleading target, and human beings do not have the capability to not
interpret what they encounter, phenomenology must include interpretation in its approach
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(Moran, 2000). It is here that Heidegger moved to connect interpretation to phenomenology.
This move is known as hermeneutics, the science of interpretation and explanation (Lichtman,
2013). The researcher is an involved component of the research process. Heidegger differed
from Husserl in that he believed a researcher cannot ask the right questions to understand a
phenomenon unless the researcher has some presuppositions about the phenomenon. This is
contradictory of the presuppositionlessness Husserl wanted to achieve. Husserl aspired for
phenomenology to be about pure description, whereas Heidegger wanted to go further and
interpret what the descriptions may mean.
Adding to the knowledge and expertise of phenomenological forefathers like Husserl
and Heidegger is Clark Moustakas (1923-2012). Moustakas was a contemporary expert on
phenomenological research. He provided a more structured approach to transcendental
phenomenology that focuses more on the description of the experiences of the participants and
less on the interpretations of the researcher (Crewell, 2007). Moustakas’ systematic steps in the
data analysis process included assembling the textual and structural descriptions to convey an
overall essence of the experience (Creswell, 2007).
To conduct a transcendental phenomenological study, Moustakas identified the steps of
the process. To begin the process of transcendental phenomenology, Moustakas (1994)
suggested first identifying a phenomenon to study. Once a topic has been selected, the
researcher must bracket out their own experiences. After bracketing has occurred, Moustakas’
(1994) next step is to collect data from several persons who have experienced the same
phenomenon. At this point, the analysis process can begin. According to Moustakas’ (1994)
procedures for transcendental phenomenology, the researcher analyzes the data by reducing the
information to significant statements or quotes and combines the statements into themes.
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“Following that, the researcher develops a textural description of the experiences of the persons
(what participants experienced), a structural description of their experiences (how they
experienced it in terms of conditions, situations, or context), and a combination of the textural
and structural descriptions to convey an overall essence of the experience” (Creswell, 2007, p.
60). Moustakas identified the steps of a transcendental phenomenological process, and those
steps are described in greater detail in the data analysis section of this chapter.
The purpose of this research study was to understand the essence of why some FGCG
choose to become licensed Virginia teachers. After reviewing literature on phenomenology,
Moustakas’ transcendental phenomenology was chosen as a fitting research approach for this
study. This type of methodological approach allowed the researcher an opportunity to describe
the phenomenon of why some FGCG choose to become licensed Virginia teachers.
Research Design
The research design for this study used a qualitative transcendental phenomenological
approach. Phenomenological approaches are used “to reduce individual experiences with a
phenomenon to a description of the universal essence” (Creswell, 2007, p. 58). To understand
the essence of a phenomenon, a researcher must focus on describing what all participants have in
common as they experience a phenomenon (Creswell, 2007). Being that the researcher’s interest
for this study was to try to understand why some FGCG choose to become licensed Virginia
teachers, phenomenology was a fitting approach. The researcher wanted to understand if any
experiences the participants had led them to choose to become a FGCG licensed Virginia
teacher. Researchers themselves cannot assume they understand the participants; therefore,
trying to understand the essence of why some FGCG choose to be become licensed Virginia
teachers was a task well suited to phenomenology.
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The data collection instrument used for this study was interviews. The researcher
examined the experiences of FGCG licensed Virginia teachers in a Southside Virginia city
school division by using open-ended interview questions, created by the researcher, in a semistructured format. This type of research design allowed the researcher to probe for themes. The
participants in this research study answered questions about experiences throughout their lives
that led them to choose to become FGCG licensed Virginia teachers. This study tried to
understand the essence of why the participants from an identified Southside Virginia city school
division who are FGCG chose to become licensed Virginia teachers.
Purpose of the Study
The purpose of this research study was to investigate why some FGCG in an identified
Southside Virginia city school division chose to become licensed Virginia teachers. This study
attempted to understand this phenomenon by identifying any underlying factors, motivators, or
experiences that led FGCG to this profession. Conducting this research with human subjects
generated knowledge on the topic, provided insight for future FGCS who want to become
licensed Virginia teachers, and provided information and knowledge to students, teachers, and
leaders in the educational field. This research may fill the gap in the literature where it lacks
between FGCG and why individuals choose to become teachers. If educators can understand
what motivates FGCG to become licensed Virginia teachers, the number of FGCG licensed
Virginia teachers may be increased.
Research Questions
For this research study, there was one central research question and a set of four subquestions. The research question and sub-questions were investigated through a qualitative
transcendental phenomenological inquiry, which led to identifying emerging themes.
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RQ1: Why do some first-generation college graduates choose to become licensed Virginia
teachers?
SQ1: What socialization influences motivate some FGCG to choose to become licensed Virginia
teachers?
SQ2: What task demands or returns motivate some FGCG to choose to become licensed Virginia
teachers?
SQ3: What self-perceptions about teaching abilities motivate some FGCG to choose to become
licensed Virginia teachers?
SQ4: What intrinsic values motivate some FGCG to choose to become licensed Virginia
teachers?

Previous studies have been conducted to determine why individuals in general choose to
become teachers, but not specifically why individuals who are FGCG licensed Virginia teachers
chose this career path. Some studies in the literature identify entry-level motivational factors for
choosing to become a teacher. Studies that have explored why individuals choose to become
teachers have uncovered meaningful relationships as an indicator as to why certain individuals
went into the educational field. For example, one strong relationship that has been identified in
many studies is the connection that the participants have with former teachers, especially at the
elementary level. Other studies have identified parental influence and the interaction between
parents and their children as important motivators that lead individuals to become teachers.
Considering that the question of why some FGCG choose to become licensed Virginia
teachers has not been explored or answered in the existing literature, this study was unique in its
search for understanding the essence of why some FGCG choose to become licensed Virginia
teachers. By applying models and frameworks from the literature on the topic of why
individuals in general choose to become teachers, the central research question for this research
study was answered.
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Participants
Lincoln and Guba (1985) stated that sampling for a qualitative study should be “based on
informational, not statistical, considerations. Its purpose is to maximize information, not
facilitate generalization” (p. 202). Phenomenological inquiry requires all participants to share
experiences about the same phenomenon.
For this study, the only set criteria the researcher had for the sampling process was that
the participants be current FGCG licensed Virginia teachers in the identified Southside Virginia
city school division. Years of teaching experience, gender, and subject or grade levels the
participants teach were not factors in determining which teachers were included in the sample.
The rationale for this decision was to allow the sample to have a wide range of participants in
order to get different perspectives and not to narrow the study to a certain select group of
individuals who may ultimately provide similar emerging themes.
The number of participants for a research study depends on the type of research
approach. For a phenomenological research approach, “Polkinghorne (1989) recommends that
researchers interview from 5 to 25 individuals who have all experienced the same phenomenon”
(Crewell, 2007, p. 61). Thomas and Pollio (2002) suggest that between 6 and 12 participants is
an “appropriate sample size” (p. 31).
For a researcher conducting qualitative research like phenomenology, reaching a point of
saturation is important when considering the sample size. Saturation refers to the researcher
having obtained enough data that themes start to emerge in all of the interviews conducted and
no new concepts emerge (Trotter, 2012). “The aim of a study should include what determines
when data saturation is achieved, for a small study will reach saturation more rapidly than a
larger study. Data saturation is reached when there is enough information to replicate the study
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when the ability to obtain additional new information has been attained, and when further coding
is no longer feasible” (Fusch & Ness, 2015, p. 1408). In a study conducted by Mason (2010), a
sample of PhD studies using qualitative approaches and qualitative interviews as the method of
data collection was analyzed to see how many participants would be an appropriate sample size
to reach saturation. The results of Mason’s (2010) study indicated that all of the
phenomenological studies identified had at least six participants while just over two-thirds
identified (68%) fell within Creswell's suggested range of five to 25.
Along with the rationale that saturation can be reached when there is enough information
to replicate a study, other considerations like funding, time consumption, and the practical
aspects of the research being conducted for a dissertation must be considered. The researcher for
this study identified six participants. The researcher knew a point of saturation had been met
when the researcher had obtained enough data that the collected data was confirmed and
understood for all six participants.
The researcher started the sampling process as soon as the Institutional Review Board
and dissertation proposal was approved. Purposeful random sampling was the sampling process
used for this study. Purposeful random sampling is widely used in qualitative research. This
type of sampling process is used to “describe a population as accurately as possible, and any
individual in a population has an equal chance to be chosen to participate” (Boudah, 2011, p.
166). According to Cohen and Crabtree (2006), using a purposeful randomized sampling
process strategy, even when identifying a small sample, can increase the credibility of a study.
For this study, the researcher identified a population of FGCG licensed Virginia teachers that
currently teach in a Southside Virginia city school division and developed a systematic way of
selecting participants. This process of identifying a population of interest and developing a
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systematic way of selecting participants was not based on advanced knowledge of how the
outcomes would appear.
The sampling process started by the researcher sending a letter to the superintendent of
the identified Southside Virginia city school division to request permission to meet with him to
discuss the details of this study. The letter that was sent to the superintendent is attached in
Appendix D. After meeting with the superintendent and obtaining consent from the
superintendent to conduct the study, the researcher then sent a mass email to all teachers in the
school division explaining the purpose and benefits of the study. In this email, the researcher
expressed the need for potential participants for the study who were current FGCG licensed
Virginia teachers in this identified Southside city school division. The email included a request
for members of the identified Southside Virginia city school division to submit names of FGCG
licensed Virginia teachers currently teaching in the same school division so that the researcher
could contact the individual(s) to be potential participants. To protect the participants of this
study, once an individual suggested potential participants, no more communication, in terms of
the study or the participant’s involvement, between the individual who recommended potential
participants and the researcher occurred.
Once the researcher received a return email from a potential participant or a referral from
another individual, the researcher contacted the potential participant via his or her work email
and set up a face-to-face meeting. These meetings took place in a private conference room or
office at the participant's place of employment. The rooms were private so that the conversation
could not be overheard. Only the researcher and the participant were in the private room while
the meeting took place. To ensure privacy, the researcher placed a sign on the door that read,
“Do not enter: Private meeting in session.”
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At this meeting, the researcher reviewed the requirements for participation in the
study. If the potential participant met the requirements of the study, the researcher provided him
or her with an invitation letter to participate in the study. A copy of this letter is included in
Appendix A. The researcher asked the potential participant for his or her mailing address and
permission to mail him or her the Participant Consent Form in the event that he or she decided to
be a participant. The researcher provided the potential participant an email address and phone
number to contact the researcher if the potential participant was interested in being part of the
study. If an individual qualified and agreed to participate in the study, the researcher mailed the
participant a sealed envelope with the Participant Consent Form as well as an envelope with a
return address and postage. A copy of this form is included in Appendix B. The first six
potential participants who contacted the researcher via email or phone call and returned the
Participant Consent Form were chosen by the researcher to be participants in the study. After the
Participant Consent Form had been completed and returned to the researcher in the envelope
provided with a return address, the researcher and the participant scheduled a time to conduct the
first interview in a private setting. In the event that a potential participant who had received a
Participant Consent Form did not return the form within fourteen days of receiving the form, the
researcher selected another FGCG licensed Virginia teacher who had expressed interest in the
study.
Data Collection
In an attempt to understand the essence of why some FGCG choose to become licensed
Virginia teachers, the researcher used face-to-face interviews as the data collection method for
this study. Data collection began by inviting current FGCG licensed Virginia teachers who teach
in a Southside Virginia city school division to participate in the study as previously
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described. The protocol for recording the data entailed the researcher recording audio of the
interviews with a digital recording device as well as the researcher taking analytic memos during
the interviews. Analytic memos are simply notes about the participants, phenomenon, or the
research process that the researcher will be utilizing during the interviews (Saldana, 2009). The
memos and audio recordings were used by the researcher to develop the coding system and
understand the phenomenon of choosing to become a FGCG licensed Virginia teacher.
The interview questions for this study were based on research from the themes found in
existing literature, as well as the components of the FIT- Choice model framework. The
researcher identified themes that were uncovered through a data analysis of the interviews. The
questions were focused on the experiences that led the subjects to become FGCG licensed
Virginia teachers. The underlying research question for this study was “why do some FGCG
choose to become licensed Virginia teachers.” Interview questions identified motivational
factors such as socialization influences (e.g., parents, friends, and role models); task demands
(e.g., the need to be highly qualified or specialized in a content area, emotional investment, and
hard work) or task returns (e.g., social status, salary, and teacher morale); self-perceptions about
teaching abilities, intrinsic values (interest in teaching, like to teach, and always wanted to be a
teacher); personal intrinsic values (e.g., job security, time for family, and job transferability),
social intrinsic values (e.g., influencing the future of children/adolescents, enhancing social
equity, making a social contribution, and working with children/adolescents); and prior teaching
and learning experiences.
The interview protocol for this study was designed with open-ended questions in a semistructured format. This interview design allowed the participants to recount the experiences
from their lives that led them to choose to become FGCG licensed Virginia teachers. The
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interviews started with a warm-up dialogue between the participant and the researcher and lead
into open-ended questions with the mindset that the participant could describe how their
experiences led them to the choice of becoming a FGCG licensed Virginia teacher. During the
interview process, the researcher asked probing questions as necessary to identify emerging
themes that lead to a meaningful understanding of the essence of why some FGCG choose to
become licensed Virginia teachers.
Participants for this study anticipated that their participation will involve the first
interview and a possible follow-up interview. A follow-up interview was only needed in the
event the first interview had to be stopped before the interview process was completed or if
issues arose in the record keeping. Issues that could arise with the record keeping could be
technical problems with the audio recording device or a mistake made in the memos being taken.
It was anticipated that the first interview would last approximately two hours. Actual interviews
only lasted about forty-five minutes to an hour. Any necessary follow-up interviews were
anticipated to last a maximum of one hour. The interviews were set up in a private conference
room or office at a participant's place of employment. This place was private so that the
conversation could not be overheard. Only the researcher and the participant were present in the
private location while the interview was taking place. All interviews took place after school
contract hours.
Participants are not personally identifiable, nor were any demographical data, other than
the status of being a FGCG, collected. In the study, participants have fictitious names to protect
their identity and preserve confidentiality. To protect the identification of any school the
participants teach in, fictitious school names were created as well. All data was kept
confidential. Written data, as well as any audio recordings, were locked in a file cabinet after
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they were collected by the researcher. The file cabinet was placed in the home office of the
researcher. Any electronic files that were stored on the researcher’s personal computer were
secured with a password that only the researcher knows. Only after all the data had been
compiled using fictitious names of participants and schools were the results of the study shared
with anyone outside of the research team.
Data Analysis
After the dissertation proposal had been granted approval by the dissertation committee
and the IRB (Institutional Review Board) had been approved, the data collection and data
analysis began. The data analysis for this study was guided by the steps in Moustakas’s
transcendental phenomenological approach.
The first step in Moustakas’s transcendental phenomenological research approach is one
of Husserl’s concepts, the epoche (or bracketing) process (Creswell, 2007, p. 59). The purpose
of the epoche process, which was referred to in this study as bracketing, was for the researcher to
investigate her own experiences that led her to choose to become a FGCG licensed Virginia
teacher. The step of bracketing was done by the researcher before any data collection. In order
for the researcher to bracket out, the researcher understood her own presuppositions about the
phenomenon of choosing to become a FGCG licensed Virginia teacher. The researcher
bracketed out her own experiences and the context and situations that influenced her to become a
FGCG licensed Virginia teacher. The researcher acknowledged that her personal experiences of
being a FGCG licensed Virginia teacher had influenced her perceptions of other FGCG licensed
Virginia teachers. The researcher also acknowledged that the drive to conduct this story and
share the findings was because of her own experiences and choice to become a FGCG licensed
Virginia teacher. By bracketing out, the researcher was able to take a fresh perspective toward
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understanding the essence of why some FGCG chose to become licensed Virginia teachers. The
epoche process is provided in Appendix K.
After the researcher was able to bracket out her own experiences about choosing to
become a FGCG licensed Virginia teacher, the data collection began. Interviews served as the
measurement tool to collect the data for this study. After the interviews were conducted with the
participants, all the data from the memos and audio recordings of the interviews were transcribed
into a Microsoft Word document by the researcher. The personal transcriptions conducted by the
researcher allowed the researcher more interaction with the data. In order to be transcribed, each
interview was played back on the digital recording device and the researcher typed the
participant’s words verbatim. The “comment” feature in word was used to record any memos
that the researcher took during the interview or any initial reactions that the researcher had
during the interview or at the time of transcribing. Once transcriptions were completed, the
researcher listened to the recordings of each interview while reading the transcripts to verify that
the transcriptions were done correctly. Transcribing the interviews in this format allowed the
researcher to create codes for emergent themes as to why some FGCG chose to become licensed
Virginia teachers. At the completion of transcribing all interviews, the process of memberchecking took place. Member-checking is a process in which the interview transcripts were
shared with the participants to ensure that none of the data recorded has been altered in any way.
This process allowed the participants an opportunity to verify that the interviews were
transcribed correctly and that no data had been left out or altered. Once the participant went
through the process of member-checking and sent the researcher an email verifying that the
transcriptions were done correctly, the researcher gave the participant a twenty-dollar restaurant
gift card to Outback Steakhouse as an incentive for participating in the study.
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After all of the interviews had been transcribed, the phenomenological data analysis steps
began. Building on the data from the interviews, the researcher went through the data and
highlighted significant statements, sentences, or quotes that provided an understanding of why
some FGCG choose to become licensed Virginia teachers. Moustakas (1994) refers to this step
as horizonalization. Once horizonalization took place, the researcher further interacted with the
data by developing clusters of meaning from the significant statements into themes. These
themes were then used to write descriptions about what experiences the participants had that led
them to choose to become a FGCG licensed Virginia teacher. These descriptions are known as
textural descriptions. Along with textural descriptions, the researcher also developed structural
descriptions. Structural descriptions describe the context or setting that influenced how the
participants were able to become FGCG licensed Virginia teachers.
Once the researcher developed the structural and textural descriptions for each
participant, the researcher then attempted to understand the essence of why some FGCG choose
to become licensed Virginia teachers. This process of the data analysis was “a descriptive
passage, a long paragraph or two” (Creswell, 2007, p. 62) that allowed the reader a better
understanding of the essence of why some FGCG choose to become licensed Virginia teachers.
The long paragraph or two is called the essence statement. The essence statement is a “unified
statement of the essences of the experience of the phenomenon as a whole” (Moustakas, 1994, p.
100). The researcher developed essence statements for each participant.
Trustworthiness
The trustworthiness of this study was taken into consideration by the researcher. To
ensure the qualitative trustworthiness of this study, member-checking was conducted and a
detailed audit trail was kept by the researcher. Member-checking was a process that allowed the
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participants an opportunity to verify that the interviews were transcribed correctly and that no
data had been left out or altered. Member-checking by the participants is a “potent way to
establish credibility” (Buodah, 2011, p. 79). Each participant received a Microsoft Word
document of only their interview transcriptions. The participant had the ability to read the entire
document to verify that none of the interview had been altered on the typed Microsoft Word
document. By having the participants evaluate the transcripts from their point of view, the
credibility and trustworthiness of this study was increased (Lichtman, 2013).
Another strategy that was used to ensure the trustworthiness of this study was to keep a
detailed audit trail. “An audit trail is established by researchers documenting the inquiry process
through journaling and memoing, keeping a research log of all activities, developing a data
collection chronology, and recording data analysis procedures clearly” (Creswell & Miller, 2000,
p. 128). The audit trail for this research study included analytic memos and audio recordings that
were recorded during the in-depth interviews. The goal of an audit trail is to examine both the
process and product of the inquiry—and determine the trustworthiness of the findings—as well
as have clear documentation of all research decisions and activities so that the study may be
replicated if needed (Creswell & Miller, 2000).
It is noted that the researcher of this study shared a commonality with the participants,
which led to some bias in the research process or in the way in which the data was collected or
analyzed. The researcher was also a FGCG licensed Virginia teacher who chose to become a
teacher because of meaningful relationships and precollege experiences that impacted her
decision to go into the teaching profession. To address the potential researcher bias of the
researcher being a FGCG licensed Virginia teacher, the process of bracketing was included in the
research design.
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Summary
The purpose of this study was to understand the essence of why some FGCG in an
identified Southside Virginia city school division chose to become licensed Virginia teachers.
All of the participants were current FGCG licensed Virginia teachers in an identified Southside
Virginia city school division and were selected through purposeful random sampling. The study
identified the key factors, motivators, as well as personal experiences that the participants had
that made them choose to become a FGCG licensed Virginia teacher. By using a qualitative
transcendental phenomenological research design, the researcher asked open-ended interview
questions to understand the essence of why some FGCG chose to become licensed Virginia
teachers. Moustakas’s transcendental phenomenological approach was used to analyze the data.
The instrument used to collect data for this study was interviews conducted between the
researcher and the participant. The responses from the interviews were transcribed and then the
data was analyzed using the procedural steps and guidelines suggested by Moustakas. Memberchecking and written documentation were also used to ensure the trustworthiness of this study.
There were indirect, direct, and potential benefits of this study. This research study may
have directly affected the participants involved by affording them an opportunity to share their
experiences about choosing to become a FGCG licensed Virginia teacher. By sharing their
experiences, they may have experienced a feeling of self-worth and contribution to society. The
knowledge gained through this research is of value to schools of education attempting to attract
students (particularly FGCS) into the teaching profession. A potential benefit of this study is that
it began to fill the gap in the lacking literature that makes the connection between FGCG and
why they choose to become licensed Virginia teachers.
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The following chapters, four through nine, will present the findings for each of the six
participants in the study. Each chapter will give an overview of what an individual participant
said in their interview and will be named for the pseudonym given to the participant for the
purpose of presenting the research findings.
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Chapter 4: Max
In the previous chapter it was stated that the data for this study would be analyzed by
using the steps in Moustakas’s transcendental phenomenological approach. Chapters 4 through 9
will present the findings from the interviews for each of the six participants in the study. The
researcher provided anonymous names for each participant to protect their identity. Each
participant was asked the research question, “Why did you choose to become a FGCG licensed
Virginia teacher?” The participants were instructed to talk openly and freely to answer the
question. If the researcher believed she was not getting enough information from the participant
to answer the research question, probing questions and prompts were given to the participant to
identify emerging themes that could lead to a meaningful understanding of the essence of why
some FGCG choose to become licensed Virginia teachers. All of the six participants are
currently FGCG licensed Virginia teachers that teach in the same Southside Virginia city school
division.
Detailed in Chapter 4 are the research findings for participant number one, Max. When
the researcher asked Max why he chose to become a FGCG licensed Virginia teacher he shared
the desire to become a teacher started back when he was a kid. He loved to play football and
many other sports. When he was younger he would go around the neighborhood and try to get
the other guys to come out and play football and other sports with him. Max always seemed to
be able to convince people who did not really want to play to come out anyway so the
neighborhood kids would have enough to play.
As Max got older his dad was one of the guys who headed up the recreational league in
his community. Max’s dad did a lot with football. Max got to see how his dad organized sports
at the recreation level. Max learned from his dad about organizing and coaching the game of
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football. Max mentioned that the influence of his dad’s coaching and teaching skills motivated
him to want to be a coach.
In middle school, Max was on the football team. He loved playing football so much that
he knew he always wanted to be involved in football. It was then that Max knew at an early age
he wanted to be a football coach.
When Max was in high school he became very involved in sports. He drew very close to
his coaches who were also his teachers. By interacting with his coaches and teachers, Max was
motivated to stay in the athletic realm. Max recounts how those coaches and teachers motivated
him to go to college and become a teacher. He knew that in order to become a coach at the high
school level he had to get a teaching degree. Max stated that his dream of becoming a high
school football coach is what got him motivated to become a teacher.
Max received a scholarship to play football in college. At college, he declared a major in
physical education. During Max’s time in college, he believes his level of thinking changed
because of the influence of the teachers and mentors in his department. Max remembers being
very lucky to have had good people who influenced him all the way through college. He
remembers the great coaches and teachers he had. Max believes that “if you are associated with
good people, then good thoughts go into your head.” He believes that those good people were
what motivated him to become a teacher.
When Max finished his story at this point in the interview, the researcher probed for more
information. The researcher asked Max to describe any other social influences that may have
motivated him to choose to become a FGCG licensed Virginia teacher. Max replied that being
part of a team playing sports and learning to coach had an influence on him wanting to become a
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teacher. Also, Max said that he was motivated to become a teacher because he wanted to be in a
position where he could help others.
The next prompt the researcher gave Max was to describe any perceptions he may have
had about the qualifications and benefits of becoming a FGCG licensed Virginia teacher. Max
described how when he was a kid in his community, teachers were looked at with high esteem
and being a teacher was a very noble profession to go into.
At this point in the interview the researcher wanted Max to describe any prior teaching or
learning experiences that may have motivated him to choose to become a FGCG licensed
Virginia teacher. The researcher asked Max to describe any prior teaching or learning
experiences he may have had that motivated him to become a FGCG licensed Virginia teacher.
When asked about these experiences, Max replied that when he was playing varsity football in
high school he had a good understanding of the game. Because of his understanding of the
game, Max’s junior varsity (JV) football coach would ask him to scout the opponents of the JV
team they would be playing the next week. Max started scouting other JV teams for his JV high
school coach. Max’s JV football coaches also provided opportunities for Max to work with the
younger JV players on their football skills. This experience allowed Max an opportunity to do
some peer tutoring and motivate younger players to get better grades and help teach them
football skills.
The researcher asked Max to describe what his perceptions were about his own teaching
abilities that may have motivated him to choose to become a FGCG licensed Virginia teacher.
He replied that he has always had good communication skills and has always been able to
persuade people to do things that they did not want to do. Max also stated that he was good at

62

finding common ground with people of different backgrounds. Max believed that having those
skills would make him a good teacher.
At this point in the interview the researcher had no further questions for Max. The
researcher asked Max if he had anything he would like to add about why he chose to become a
FGCG licensed Virginia teacher and Max replied no.
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Chapter 5: Ruby
`

This chapter presents an overview of the research findings for participant number two,

Ruby. When the researcher asked Ruby why she chose to become a FGCG licensed Virginia
teacher, Ruby recounted that education had been a part of her whole life. Her grandfather
worked in the public schools as a custodian and her grandmother drove a school bus (and, at the
time of the interview, still drove a school bus). Because her grandparents were employees in the
school system, Ruby said she has always been around education and educators. As a young girl
Ruby’s grandparents were her babysitters. During the summers, Ruby spent her days in the
school building with her grandfather while he cleaned the school. Ruby can remember wanting
to be like some of her grandfather’s friends, who were educators, because that was the profession
Ruby saw all of the time growing up. Ruby was the only child in her household, and at home she
would play school. Ruby mimicked what she saw growing up around a school setting.
When Ruby was in high school, her grandfather was approached by some of his
colleagues who asked him about Ruby’s career interests. At that time, Ruby’s grandfather said
he did not know, and he wanted Ruby to either be a teacher or nurse. Ruby never really thought
about being a nurse but education had definitely been something she was interested in. Ruby
even had some of her teachers in high school tell her she would make a good teacher.
Even though Ruby had an interest in becoming a teacher, she did not initially enroll in
education when arriving at college. Prior to enrolling in college, Ruby thought that teaching
might be something she wanted to do, however, she shied away from that idea and enrolled in a
communications major for her undergraduate degree. Through Ruby’s field work and internship
for her communications major, she often had the opportunity to work in school settings. During
Ruby’s junior year of college she realized she had made the biggest mistake of her life. When
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Ruby became a senior in college she mustered up the courage to speak with her freshman advisor
to express her love for teaching and her concern about not wanting to major in communications.
Ruby remembered explaining to her advisor that she just knew communications was not the field
she wanted to be in, but she had just toughed it out. Ruby’s advisor suggested that Ruby look
into the library science program at her university. Ruby’s advisor said it would be something
that Ruby may be interested in. Ruby stated that fortunately for her, with a background in
communications, pursuing a masters and teaching degree in library science would put her
communications degree to good use and enable her to follow her true love of teaching.
At this point in the interview, the researcher had heard a great deal about Ruby’s
transition from communications to teaching, and the researcher wanted to probe for more
information about why Ruby thought she would make a good teacher and what perceptions Ruby
had about the qualifications and the benefits of becoming a FGCG licensed Virginia teacher.
When the researcher asked Ruby to describe what her perceptions were about her own
teaching abilities that may have motivated her to choose to become a FGCG licensed Virginia
teacher, Ruby shared that she loved to be around kids and she had a desire to want to help others.
Ruby mentioned in the interview that she knew she would make a good teacher because of her
desire to want to help others, but she was unsure at what level she would be best: elementary,
middle, or high school. Ruby explained she knew she would be a good candidate for teaching
because she was a very determined person. Ruby said she is a person of determination and when
she sets forth to do something she is determined to accomplish it. Also, Ruby takes pride in her
organizational skills. She believed that those organizational skills would contribute to making
her a good teacher.
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After Ruby had described what her perceptions were about her own teaching abilities that
may have motivated her to choose to become a FGCG licensed Virginia teacher, the researcher
asked Ruby to describe any perceptions she may have had about the qualifications and the
benefits of becoming a FGCG licensed Virginia teacher.
Ruby shared that initially she did not enroll in education her freshman year because the
certification requirements frightened her. Ruby believed that, in order to be a teacher, she would
have to take too many tests to be licensed to teach. Ruby was afraid that after four years of
college she might not be able to pass the tests, and then she would not be able to do what she
went to college for: to become a teacher. Ruby also recalled that her perception of teachers not
making much money deterred her from going into education. However, once Ruby researched
what she would make in the communications field, she realized there was not much difference.
In the end, however, Ruby decided that her love for teaching outweighed any tests that she would
have to endure to become a FGCG licensed Virginia teacher or any salary concerns.
At this point in the interview the researcher had no further questions for Ruby. The
researcher asked Ruby if she had anything she would like to add about why she chose to become
a FGCG licensed Virginia teacher and Ruby replied no.
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Chapter 6: Monica
This chapter presents the research findings for participant number three, Monica. When
the researcher asked Monica why she chose to become a FGCG licensed Virginia teacher,
Monica shared she believed that she did not so much decide to be a teacher as much as her
teaching profession “chose her” through a series of unforeseen circumstances. When Monica’s
son was younger, she remembered how he struggled with school. Monica recalled how her son
used to come home and tell her how frustrated he was in school and that he just did not
understand some of his assignments. Monica would sit down with her son and teach him a
different way to perceive his assignments so that he could understand. It was then that Monica’s
son said to her that she should be a teacher. At the time, Monica could not see herself pursuing
teaching as a career. But after further persuasion from her son and a couple of his friends,
Monica gave the idea of being a teacher some serious thought. It was then that Monica began to
look into what would be required of her to become a FGCG licensed Virginia teacher.
At this point in the interview the researcher wanted to know if choosing to become a
FGCG licensed Virginia teacher was Monica’s first career choice and, if not, for Monica to
please explain what led her to choose to become a FGCG licensed Virginia teacher. Monica
replied “no” to the question of whether choosing to become a FGCG licensed Virginia teacher
was her first career choice. Monica’s first career choice was to become an attorney and that did
not work out so she decided to become an accountant. Monica explained that she was an
accountant for about 15 years. Monica once again explained that her son encouraged her to
become a teacher so she went back to college to pursue a degree in teaching.
Besides Monica’s son, the researcher wanted to know if there were any social influences
that may have motivated her to choose to become a FGCG licensed Virginia teacher. Monica
briefly mentioned that her mother had some influence, but it was mostly the influence of her son
67

that led to her taking the necessary steps. Monica described the experiences she had with the
struggle of going back to school and trying to raise a family with a newborn baby at the time.
Despite these challenges, she continued to push through because she, like her son, believed that
she would make a great teacher. Monica recalled that once she started taking steps towards
becoming a teacher she had found her passion. Monica remembered how she could not wait to
wake up every day and see what kind of impact she could make on her students.
When Monica mentioned the struggle of going back to school, the researcher wanted to
know if the struggle had anything to do with the qualifications of becoming a teacher and if
Monica’s perceptions of the benefits of being a teacher made her push through. Therefore, the
researcher asked Monica to describe any perceptions she may have had about the qualifications
and the benefits of becoming a FGCG licensed Virginia teacher. Monica replied that the she
believed the qualifications were pretty standard. Monica explained that in order to become a
FGCG licensed Virginia teacher a person had to go to college for four years and take the Praxis I
and Praxis II tests along with another test of which she could not recall the name. Monica
expressed how taking the Praxis I and Praxis II were hard, and she passed both of them the first
time. She had to take the unnamed test three times before scoring a passing mark. Monica
described her experience with taking this test. Monica’s husband would wake up early and drive
her out of town to take the test. Three times Monica’s husband drove her and on the third time
she passed. Monica can remember her husband being very supportive and telling her she was
meant to become a teacher. Monica remembers how her husband’s positive attitude helped
motivate her to pass the test on the third attempt.
As for the benefits, Monica recalled that her uncle’s wife was a teacher and Monica used
to love the way she dressed. Monica described how her uncle’s wife would wear six inch heels
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and a pencil skirt and she was so classy and stylish. Monica recalls how she thought her uncle’s
wife was such a classy lady and Monica thought being a teacher was a respected profession. For
Monica, a benefit of becoming a FGCG licensed Virginia teacher was that she got to dress up
like her uncle’s wife and be in a respected profession. Another benefit Monica mentioned of
becoming a FGCG licensed Virginia teacher was that she would be getting off two months in the
summer time and would have time off during Christmas.
At this point in the interview, the researcher had not heard anything about any prior
teaching or learning experiences that Monica had—with the exception of helping her son find
other ways to do his assignments to have a better understanding—so the researcher wanted to
know if there were any prior teaching or learning experiences that might have motivated Monica
to choose to become a FGCG licensed Virginia teacher. When asked this question by the
researcher, Monica replied that being a mother was the first time she had become a teacher.
Monica expressed how she experienced joy when her kids would finally understand something
after being frustrated. This intrinsic joy for Monica is what she said motivated her to want to
become a FGCG licensed Virginia teacher.
At the end of the interview, the researcher told Monica she did not have any other
questions. The researcher then asked Monica if there was anything else she would like to add
about why she chose to become a FGCG licensed Virginia teacher. Monica replied that she had
always had good relationships with kids and that teaching did not feel like work to her so she
believes that teaching actually chose her because her passion and love for teaching just shined in
everything she did with her own and other kids.
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Chapter 7: Kate
This chapter presents the research findings for participant number four, Kate. When the
researcher asked Kate why she chose to become a FGCG licensed Virginia teacher, Kate recalled
wanting to be a teacher since fourth grade. In fourth grade, Kate was actually not in Virginia;
Kate grew up in another state. Kate’s fourth grade history teacher was Mrs. Norman. Kate
recalled how Mrs. Norman really influenced her. Kate stated in the interview how she did not
really know what it was about Mrs. Norman’s class that motivated her to choose to become a
FGCG licensed Virginia teacher, but Kate could just remember how Mrs. Norman’s class was
fun and Kate felt at home when she was in Mrs. Norman’s class. In the interview, Kate said that
she always thinks about Mrs. Norman when she thinks about why she chose to become a FGCG
licensed Virginia teacher. Kate stated that she wanted to be just like Mrs. Norman. Kate
recalled how Mrs. Norman made kids happy and her students enjoyed being in class. When Kate
spoke about graduating college, she said that she sent a card to Mrs. Norman and told her she
was the reason Kate went to college to become a teacher. Kate thought about Mrs. Norman all
through school and was motivated to impact kids the way that Mrs. Norman did.
After Kate told her story about the influence of Mrs. Norman, the researcher wanted to
know if there were any other social influences that may have motivated Kate to choose to
become a FGCG licensed Virginia teacher. When Kate was asked about other social influences
that motivated her, Kate described how her aunt was another influence. Kate described how she
grew up really poor. Kate’s family was very poor, and her uncle and aunt were in a different
social class and were financially secure. Even though Kate’s uncle gave her the impression that
he was superior, Kate’s aunt was always nice and kind. Kate’s aunt was a second-grade teacher
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for as long as Kate could remember. Kate’s aunt frequently invited her to visit their house in the
summers. Kate and her aunt had tea parties and played school.
Once the researcher learned that Kate always wanted to be a teacher, the researcher asked
Kate to describe what Kate’s perceptions were about her own teaching abilities that may have
motivated her to choose to become a FGCG licensed Virginia teacher. Kate described how she
always thought she would be a kindergarten teacher. Kate experienced student teaching for six
weeks in kindergarten. One experience Kate had was a student peed in her lap. That experience
made Kate realize that teaching kindergarten was not for her. When Kate did her student
teaching with older kids she enjoyed it much more. In the interview, Kate mentioned how she
liked the attitudes of the older kids. Kate believed that she could joke with the older kids and
have more fun with them.
After the researcher gathered information about individuals who motivated Kate to
choose to become a FGCG licensed Virginia teacher, the researcher wanted to hear more details
on any perceptions Kate had about the benefits of becoming a FGCG licensed Virginia teacher.
Kate passionately described how her main perception about the benefit of becoming a FGCG
licensed Virginia teacher was that she wanted to make a difference. Kate mentioned again how
she grew up in a family that did not have a lot of money. Even though Kate did not have a lot of
money growing up she said she knew that happiness came from a place other than money. Kate
recalled moving to the identified Southside area and working at McDonald’s for six years. All
through college Kate worked at McDonalds to put herself through college and help her family
out. Kate met many children or students that went through the identified Southside city school
division and those children or students did a lot of things that Kate thought they shouldn’t do.
Kate described how the students from the identified city school division could not read. Kate
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described how one of those students was a sixteen year old coworker at McDonalds. Kate
remembered thinking to herself how ridiculous that was and how even though she did not have
much money growing up, her family had expectations that a child should read well and take
school seriously. Kate recalled how homework and reading time as a family was emphasized in
her home. Kate remembered thinking that the children or students from the identified city school
division did not have the same values and support bestowed upon them that she had as a child.
Kate recalls that witnessing children or students from the identified city school division that
lacked the values and support she experienced as a child pushed her to choose to become a
FGCG licensed Virginia teacher in the identified city school division. Kate believed the children
or students in the identified city school division may not have the family circle that supported
education like she did, and Kate wanted to be that family circle of support for them. She
mentioned in the interview that she saw the city of the identified city school division declining.
Kate believed that the situation for those students were not going to change unless the mindset of
the community changed, and the situation would not change unless the children and the young
people of the identified city school division saw a different mindset at school and at home.
Further, Kate believed hate was taught at home. Kate feared that those children and young
people in the identified city school division would bring that hate out into the world and if they
did not get love from somewhere the generation of hate would continue. These perceptions that
Kate had were what motivated her to choose to become a FGCG licensed Virginia teacher so that
she could mold those children in the identified city school division and make a difference for
them. Kate mentioned how she also wanted to become a FGCG licensed Virginia teacher
because she genuinely loves children.
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The researcher wanted to know if Kate had any perceptions about the qualifications of
becoming a FGCG licensed Virginia teacher. When Kate was asked what her perceptions were
about the qualifications of becoming a FGCG licensed Virginia teacher she replied that she
figured you would have to go to school and get a bachelor’s degree.
At the end of the interview, the researcher told Kate she did not have any other questions.
The researcher then asked Kate if there was anything else she would like to add about why she
chose to become a FGCG licensed Virginia teacher. Kate replied that there was nothing she
would like to add.
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Chapter 8: Brandy
Chapter eight presents an overview of the interview with participant number five,
Brandy. When the researcher asked Brandy why she chose to become a FGCG licensed Virginia
teacher, Brandy told the researcher that she always wanted to be a teacher. The only other thing
that Brandy ever wanted to be was an astronaut. Brandy described to the researcher that school
always was a safe place for her to go to that was structured and organized. Brandy recalled how
the people at school were stable and calm and how that was not the case at her house. At school,
Brandy was loved and happy and it was just a good place to be. Brandy recalled how there was
“sanity” at school and it was a place where everything “just seemed to make sense.” Brandy
described how the teachers made her feel at school, and that, if nowhere else she was loved, she
was loved at school.
Brandy told the researcher how her family was very poor when she was growing up.
Brandy’s mother was a waitress at a country club and her mother had some mental issues.
Brandy’s dad had left the family by the time Brandy was five. Brandy never realized her family
was poor until her mother started dating a new boyfriend. When Brandy’s mother started dating
this new person, Brandy’s family moved in with him into a rich neighborhood. Brandy started to
notice that people in her new neighborhood were going to the mall to buy expensive clothes.
Brandy did not understand why people would buy such expensive clothes when they could get
them at the local store for much cheaper. It was then that Brandy realized that her family was
poor.
When Brandy realized she was poor, she looked around and tried to figure out what the
difference was between rich people and poor people. What Brandy found was that the majority
of the rich people had gone to college. Going to college was something that Brandy always
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wanted to do. Brandy planned on going to college since her experience had shown her that going
to college would keep her from being poor.
As Brandy continued to recall why she chose to be a teacher, she told the researcher that
it was just something that she had always wanted to do. Brandy said that teaching just came
naturally to her and she loved to be around kids. Brandy explained how she always wanted to
be around kids and she always wanted kids. Brandy mentioned that her first job was at a place
called Discovery Zone, which is a restaurant and recreational area that caters to families with
children and includes slides, tubes, games, and other activities for children.
At this point in the interview the researcher prompted Brandy to describe any prior
teaching or learning experiences that may have motivated her to choose to become a FGCG
licensed Virginia teacher. Brandy described how she loved all of her teachers and her fourth
grade teacher was really the one that sort of cemented her desire to become a teacher. Brandy
mentioned how her fourth-grade teacher, Mrs. Kusak, was just amazing. Brandy could
remember being in first grade and being horrified that when she went to second grade Mrs.
Kusak, her first-grade teacher, would not go with her to second grade. Brandy thought Mrs.
Kusak would teach her throughout all of her grades. Brandy remembered thinking in first grade
that teachers lived at school. Brandy thought there was a room out in the back somewhere where
there were bunkbeds and that the teachers lived there. As a child in elementary school, Brandy
did not know that teachers were real people and had their own lives. Brandy recalled how she
lived in the poor area and there were no teachers living in her area so she never saw teachers in
her neighborhood or at places like the grocery store.
Previously in the interview, when Brandy was giving her narrative about why she chose
to become a FGCG licensed Virginia teacher, the researcher noted Brandy mentioned she loved
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kids and that teaching came naturally to her. The researcher wanted to investigate more into why
Brandy thought she would make a good teacher so the researcher asked Brandy to describe what
her perceptions were about her own teaching abilities that may have motivated her to become a
FGCG licensed Virginia teacher. Brandy responded to that question by saying she just wanted to
be at school. She recalled how she started babysitting at a very early age. Brandy babysat her
sister when she was eight and her sister was six. It was then that Brandy and her sister started
staying home alone in the evenings. When Brandy reached age twelve, she started taking
babysitting courses and began babysitting children in her neighborhood. Brandy recalled
babysitting her sister and children in the neighborhood, and playing school while she posed as
the teacher.
At this point in the interview, the researcher had gathered information about some of the
experiences as a young child that had motivated Brady to choose to become a FGCG licensed
Virginia teacher, and the researcher wanted to know more about Brandy’s personal and social
intrinsic values that motivated her to want to become a teacher. The researcher asked Brandy to
describe any personal intrinsic values that she may have had that motivated her to become a
FGCG licensed Virginia teacher. Brandy responded that she just loved being with kids because
they make her happy. Brandy explained how it is really hard to continue to be in a bad mood
when she is around kids. Brandy knew that she would probably love teaching as much as her
teachers did because she enjoyed being around kids just as it seemed her teachers did. Brandy
explained how she wanted to share love with others who may not have gotten it at home like she
did.
After the researcher heard Brandy describe the personal intrinsic values that motivated
her to choose to become a FGCG licensed Virginia teacher, the researcher asked Brandy to
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describe any social intrinsic values that may have motivated her to choose to become a FGCG
licensed Virginia teacher. Brandy said teachers were valued members of the community where
she grew up. The value that was put on being a teacher motivated Brandy to want to have a
profession that was valued as well. Brandy described how she believes teaching in Pennsylvania
(where she grew up) is a vastly different thing than teaching in Virginia. Brandy recalled that, in
Pennsylvania, people want to become teachers because the pay is decent and there are decent
health benefits. Brandy believed people respected teachers more in Pennsylvania than they do in
Virginia.
After the researcher had gathered information about why Brandy chose to become a
FGCG licensed Virginia teacher, the researcher wanted to know if Brandy had any perceptions
about the qualifications and the benefits of becoming a FGCG licensed Virginia teacher. When
Brandy was asked to describe any perceptions she had about the qualifications and the benefits
of becoming a FGCG licensed Virginia teacher, Brandy explained how she learned of what it
would take to become a teacher. Brandy knew that when she became a teacher she would be
teaching regular education classes. Because nobody else in Brandy’s family had been to college,
she really had no idea what to expect. Brandy explained that she didn’t even know about the
process of how to apply for financial aid. Brandy had to figure a lot of things out on her own.
Brandy recalled how her mother was not very supportive of her going to college to become a
teacher. Brandy’s mother did not want her to go to the college that Brandy chose, even though it
was the best college for education. Brandy recalled that going to college to become a teacher
was just something she knew she wanted to do, and at the time she did not realize what the pros
and cons of teaching were going to be. Brandy described that the perceptions of benefits she had
for becoming a FGCG licensed Virginia teacher were that she wanted to find happiness in
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teaching like her teachers had. Brandy remembered how her teachers were happy and seemed to
enjoy what they did. It was very obvious to Brandy that her teachers enjoyed their work because
they made her and her classmates enjoy being at school.
At this point in the interview, the researcher told Brandy she did not have any further
questions. The researcher asked Brandy if there was anything she would like to add about why
she chose to become a FGCG licensed Virginia teacher, and Brandy replied that she did not.
This concluded the interview.
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Chapter 9: Ashley
Chapter nine presents an overview of the interview with participant number five, Ashley.
When the researcher asked Ashley why she chose to become a FGCG licensed Virginia teacher,
the first reason Ashley shared was because she lived in Virginia. Ashley recalled how she
always liked school and it was a place where she could go and fit in. In second grade, Ashley
had a teacher that she just fell in love with. Ashley recalled how much her second grade teacher
cared about her students. Ashley had chicken pox in second grade and her teacher did everything
she could to check on Ashley to make sure everything was going well for her and that Ashley
kept up with class. Ashley said in the interview that her second grade teacher was probably the
biggest inspiration she had that motivated her to choose to become a FGCG licensed Virginia
teacher.
In second grade, Ashley said she would grow up to be a second grade teacher. Ashley
mentioned in the interview that along the way there were times in middle and high school where
she wanted to be a hair dresser or meteorologist, but she always surfaced back to wanting to be a
teacher. Ashley pointed out in the interview that once she decided to be a teacher she went in
that direction and never looked back.
At this point in the interview, Ashley concluded her narrative about why she chose to
become a FGCG licensed Virginia teacher. The researcher wanted to know if there were any
other prior teaching or learning experiences that may have motivated Ashley to choose to
become a FGCG licensed Virginia teacher. When the researcher asked Ashley to describe any
prior teaching or learning experiences that may have motivated Ashley to choose to become a
FGCG licensed Virginia teacher, Ashley told the researcher that in kindergarten and first grade
she would have never thought about being a teacher. Ashley was not a happy student in
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kindergarten and first grade. The turning point was in second grade. In second grade, Ashley
said her teacher showed interest in her. In third grade, Ashley explained that, while she didn’t
know if it was because of her experience in second grade or not, she started noticing that the
teachers cared more. For Ashley, her experiences year after year with caring teachers seemed to
solidify why she herself wanted to become a teacher. Ashley said in the interview she had only
one or two teachers along the way that she could not understand why they were teaching because
they did not seem like happy people. Ashley considered herself lucky to have teachers that truly
cared about their students.
Once the researcher had an understanding of how Ashley’s teachers motivated her to
choose to become a FGCG licensed Virginia teacher, the researcher asked Ashley to describe
any perceptions she had about her own teaching abilities that may have motivated her to choose
to become a FGCG licensed Virginia teacher. Ashley told the researcher, if she had relied solely
on her own abilities, she probably wouldn’t have chosen to become a FGCG licensed Virginia
teacher because her mom would disparage her by saying Ashley “couldn’t spell.” Ashley’s mom
would tell her that she was not a good reader so she was not going to be able to read to the
children. Ashley heard negative comments from her mother about wanting to choose to become
a FGCG licensed Virginia teacher. For Ashley, however, when someone said she was not good
enough to do something it only motivated her to prove them wrong.
Ashley also mentioned in the interview that her father dropped out of high school.
Ashley’s father went back to high school before Ashley and her brother graduated from high
school so that Ashley and her brother would see why they needed to stay in school. Ashley
shared with the researcher that her father never left the area where they grew up. Ashley recalled
how her father spent his whole life within a one mile radius of their home. Ashley told the
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researcher that she swore to herself she would never do that. Ashley always wanted to do
something with her life and see the world. Ashley did not want to stay in the same area her
father and family had lived all their lives.
Ashley described her mother as an “army brat” that moved all over the place before
graduating from high school. Ashley’s mother came from a really big family with modest means,
so they could not afford a lot of material things. Because Ashley’s family’s resources were
limited, the children in her mother’s family went straight to work after graduating high school.
Ashley’s mother became a secretary for the government after graduating high school. Ashley
recalled how neither her mother nor father ever mentioned college to her. Even after Ashley got
accepted into college, neither of her parents ever asked her about her career choice.
As the researcher had a better understanding of why Ashley chose to become a FGCG
licensed Virginia teacher, the researcher wanted to know what Ashley’s perceptions were about
the qualifications and the benefits of becoming a FGCG licensed Virginia teacher. When Ashley
was asked by the researcher to describe any perceptions she may have had about the
qualifications and the benefits of becoming a FGCG licensed Virginia teacher, Ashley mentioned
that she did not think there was a whole lot a person needed to know or be able to do in order to
be a teacher. Ashley recalled how she used to always see her teachers with the teacher’s manuals
which contained the answers. Ashley did not consider herself especially intelligent, so she
thought having the answers available for her to use as a teacher would make it an easy job that
she could handle.
In high school, when Ashley told one of her teachers that she wanted to become a
teacher, her teacher informed her that she would be required to attend college. Ashley was
totally oblivious and did not think the teacher was serious; she really didn’t know she had to go
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to college to become a teacher. In the interview, Ashley said that, even though she did not know
she was going to need to go to college to become a teacher, she did not let it deter her away from
her goal. Ashley just told herself she could do it, so she did. Right before graduating high
school, Ashley decided to go to a small college to major in education. As for the benefits of
teaching, Ashley said she never thought about the benefits. Teaching was just something
Ashley wanted to do, so she did it and not for any benefit.
At the end of the interview, the researcher asked Ashley if there was anything she would
like to add to answer the question of why she chose to become a FGCG licensed Virginia
teacher. Ashley replied that she did not and the interview ended.
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Chapter 10: Research Results
Introduction
Chapters four through nine provided an overview of each of the six participant’s
interviews. For this research study, the researcher used a transcendental phenomenological
research approach to analyze the data and understand the essence of why some FGCG licensed
Virginia teachers chose to become teachers. The purpose of chapter ten is to provide the
research results, and it includes the following sections: introduction, theoretical model
framework, data analysis, themes, Max’s research results, Ruby’s research results, Monica’s
research results, Kate’s research results, Brandy’s research results, Ashley’s research results, and
the universal essence statement.
Theoretical Model Framework
As stated earlier, the FIT-Choice model framework was used in this research study to
guide the systematic investigation into the question of why some FGCG choose to become
licensed Virginia teachers. The FIT-Choice model framework is based on recurring themes from
the literature on teacher education that have already been identified as motivators for why an
individual may choose to become a teacher. This framework was also used to guide the
development of themes on why the participants in this study chose to become FGCG licensed
Virginia teachers in the identified city school division and, more importantly, to compose the
essence statements for each of the participants as well as the universal essence statement to
understand why some FGCG choose to become licensed Virginia teachers.
To visualize how the FIT-Choice model framework was applied to understand the
essence why some FGCG choose to become licensed Virginia teachers, the researcher created
tables that organized how the horizonalization process (significant statements, sentences, or
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quotes) contributed to the themes, and then how the themes contributed to the constructs of the
FIT-Choice model framework. The tables for each participant are included in the appendix
section of this paper. Along with the tables for each participant, the research results for each
participant are also described in that section.
Data Analysis
To begin analyzing the data gathered from the interviews, the researcher began the
process of horizonalization. Horizonalization is when the researcher goes through the data and
highlights ‘significant statements,’ sentences, or quotes that provide an understanding of a
phenomenon (Creswell, 2007). For this research study, the researcher highlighted significant
statements, sentences, or quotes from the participants during their interviews which provided an
understanding as to why some FGCG choose to become licensed Virginia teachers. After the
researcher highlighted the significant statements, sentences, or quotes of a particular participant,
the researcher then created a table for the participant.
Following the aforementioned data collection process, the researcher further interacted
with the data by developing clusters of meaning from the participant’s significant statements and
then relating them into themes. These themes were then used to write descriptions about what
experiences the participants had that led them to become a FGCG licensed Virginia teacher in
the identified city school division. The researcher developed both textural and structural
descriptions for all of the participants as well as an essence statement for each participant.
After the researcher analyzed each participant’s data individually, the researcher then
developed a universal essence statement from the integration of all of the individual textural
descriptions, structural descriptions, and individual essence statements. Based on the common
experiences of all of the participants, the universal essence statement was developed by the
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researcher as an underlying structure to understand why some FGCG chose to become licensed
Virginia teachers in an identified city school division.
Themes
Utilizing the data analysis process, the researcher was able to develop thirteen themes
from the participant’s significant statements, sentences, or quotes. The thirteen themes that arose
from data collection on why these particular FGCG chose to become licensed Virginia teachers
in the identified city school division included: “positive interactions/influences,” “dream,”
“passion/love,” “personal skills,” “desire to help others,” “respected profession,” “working with
children,” “love of children,” “fallback career,” “benefits,” “negative interactions/influences,”
“improved social status,” and “improved economic situation.” The thirteen themes were used to
write the textural and structural descriptions as well as the essence statements. The section
below provides the research results for each participant and themes that arose are organized
under the textural and structural descriptions for each participant.
Max’s Research Results
During Max’s interview, there were significant statements, sentences, or quotes that Max
used to describe the experiences that led him to choose to become a FGCG licensed Virginia
teacher in the identified city school division. To begin the data analysis process on Max, the
researcher created a table for Max with three columns. The first column was used to group
Max’s significant statements, sentences, or quotes. The second column was used to list the
themes that the researcher developed by clustering Max’s significant statements, sentences, or
quotes into themes. The third column matched the appropriate FIT-Choice construct with each
theme. By understanding which construct Max’s themes fell under, the researcher had a better
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understanding of what influenced Max to choose to become FGCG licensed Virginia teacher.
The data for Max is listed within the table in Appendix E- Max.
Based on the data from Max’s table and interview, the researcher was able to write the
textural and structural descriptions as well as the overall essence statement for why Max chose to
become a FGCG licensed Virginia teacher in the identified city school division.
Textural Description
The following textural descriptions are based on the themes the researcher found in the
data describing the experiences that led Max to choose to become a FGCG licensed Virginia
teacher.
Positive Interactions/Influences. Max experienced many positive interactions and
influences that motivated him to choose to become a FGCG licensed Virginia teacher. Max’s
father was very involved with the recreation football league that Max participated in when Max
was growing up. Max watched and learned from his father about coaching and organizing
football. Additionally, playing and being involved in high school sports provided positive
interactions and influences for Max. Max spoke highly about the influence his teachers and
coaches had on him and how they motivated him to go to college and become a teacher. Once
Max got to college and enrolled in the physical education program, he was positively influenced
by his teachers and mentors to become a teacher.
Dream. As a child, Max always dreamed of being a coach. Through his experiences of
playing football in his community recreational league, middle school, high school, and college
teams, the dream of being a coach grew into a reality. Max became a coach which eventually led
him to combine coaching with being a FGCG licensed Virginia teacher.
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Passion/Love. Max had a love for playing football all his life. He played on football
teams from recreational league to college. The love for playing football later turned into a love
for teaching and coaching football. He helped coach and scout for his high school football team
when he was a teenager. Max’s career is now teaching and coaching football. That passion and
love motivated him to become a FGCG licensed Virginia teacher and high school football coach.
Personal Skills. As a child, Max could convince children in his neighborhood to play
sports and persuade his peers to do things they did not want to do. These personal skills are what
Max believes helped motivate him to choose to become a FGCG licensed Virginia teacher.
Other personal skills that Max recalled having as a child and teenager were good communication
skills and finding common ground with people of different backgrounds.
Desire to Help Others. As a high school football player, Max helped the younger
football players by tutoring them and providing assistance in developing their football skills.
Respected Profession. As a child, Max can remember teachers were looked at with a
high esteem. Max recalls how he thought being a teacher was a very noble profession.
Working with Children. In high school, Max was able to experience some teaching
opportunities. He worked with the younger junior varsity football players on their football skills
and then he provided them tutoring to help keep their grades up.
Structural Description
The following structural descriptions are based on the researcher’s understanding of how
Max experienced the phenomenon of choosing to become FGCG licensed Virginia teachers
based on Max’s setting and context:
Positive Interactions/Influences. There were many socialization influences that
motivated Max to choose to become a FGCG licensed Virginia teacher. As a young boy, having
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a father who was involved in coaching children had an impact on Max. Max was able to learn
from his father how to coach, teach, and run an organization. Max spoke very positively about
the interactions and influences he had during high school and college. Being part of a team and
having additional support from coaches and other mentors was a positive interaction for Max.
The positive interactions he experienced between his high school coaches and teachers were also
motivational factors for becoming a teacher and coach.
Dream. Max was able to accomplish his dream of becoming a coach. By the time he got
to high school, because of the experiences Max had on the football team, he knew he wanted to
be a coach. Max knew that going to college would help him reach his goal of one day becoming
a high school teacher and coach.
Passion/Love. Max has had a passion and love for football his entire life. Max’s passion
and love were motivated by socialization influences that Max experienced since his childhood.
These experiences of passion and love contributed to Max choosing to become a FGCG licensed
Virginia teacher and high school football coach.
Personal skills. Good communication skills, finding common ground with people of
different backgrounds, and the ability to persuade and influence people were the set of personal
skills that Max possesses. Based on the personal skills Max possessed, he had self-perceptions
that he would make a good teacher so he chose to become a FGCG licensed Virginia teacher.
Desire to Help Others. In Max’s interview, he mentioned how he wanted to be in a
position where he could help others. When Max tutored and coached those younger JV players
in high school, he was intrinsically motivated to help others. That intrinsic motivation was a
factor in Max choosing to become a FGCG licensed Virginia teacher.
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Respected Profession. Max admired how teachers were a respected profession. Max
was motivated by the task return of being in a profession he viewed as a respected profession.
Thus, the task return contributed to his choice to become a FGCG licensed Virginia teacher.
Working with Children. The socialization influence of working with children during
Max’s high school years as a football player helped motivate him to want to become a FGCG
licensed Virginia teacher.
Essence Statement
The textural descriptions for Max describe the experiences that Max relayed during the
interview regarding what led him to choose to become a FGCG licensed Virginia teacher.
Additionally, the structural descriptions describe the researcher’s understanding of how Max
experienced the phenomenon of choosing to become FGCG licensed Virginia teacher based on
the setting and context Max had described during the interview. The overall essence statement is
an “intuitive integration of the fundamental textural and structural descriptions into a unified
statement of the essences of the experience of the phenomenon as a whole” (Moustakas, 1994,
p.100). The overall essence statement provides a better understanding of the phenomenon of
why some FGCG choose to become FGCG licensed Virginia teachers.
For Max, choosing to become a FGCG licensed Virginia teacher was a decision he made
because of many influences throughout his life. Since childhood, Max always had a dream of
doing something in his life that would include his true love and passion: football. Because of his
experiences in football, Max had many positive interactions and influences that helped mold his
decision to become a FGCG licensed Virginia teacher. Max’s father as well as teachers and
coaches were his biggest socialization influences. Max’s perception of teachers being in a
respected profession and his desire to want to help others were motivational factors to becoming
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a teacher. In essence, Max knew what his personal skills and strengths were, and he knew the
career path he needed to take to make his dream of being a high school football coach come true.
Ruby’s Research Results
During Ruby’s interview, there were significant statements, sentences, or quotes that
Ruby used to describe the experiences that led her to choose to become a FGCG licensed
Virginia teacher in the identified city school division. To begin the data analysis process for
Ruby, the researcher created a table with three columns. The first column was used to group
Ruby’s significant statements, sentences, or quotes. The second column was used to list the
themes that the researcher developed by clustering Ruby’s significant statements, sentences, or
quotes into themes. The third column matched the appropriate FIT-Choice construct with each
theme. By understanding which constructs Ruby’s themes aligned with, the researcher had a
better understanding of what influenced Ruby to choose to become FGCG licensed Virginia
teacher. The table for Ruby is listed in Appendix F - Ruby.
Based on the data from Ruby’s table and interview, the researcher was able to write the
following textural and structural descriptions as well as the overall essence statement for why
Ruby chose to become a FGCG licensed Virginia teacher in the identified city school division.
Textural Description
The following textural descriptions are based on the themes the researcher found in the
data describing the experiences that led Ruby to choose to become a FGCG licensed Virginia
teacher:
Positive Interactions/Influences. There were many positive interactions and influences
Ruby experienced that motivated her to choose to become a FGCG licensed Virginia teacher.
Ruby’s grandparents always worked in public education, so Ruby was able to experience being
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in a school setting for most of her life since she spent her summers in the school in which her
grandparents worked. Ruby was influenced by her grandfather’s friends who were educators to
choose to become a FGCG licensed Virginia teacher. Ruby’s grandfather wanted her to become
a teacher or a nurse and some of Ruby’s teachers in high school also influenced her by telling her
she would make a good teacher. When Ruby was in college she had a positive interaction with
her freshman advisor that suggested Ruby look into library science and teach while using her
major in communications.
Dream. As a young girl, Ruby dreamed of being a school teacher. As an only child, she
played school and she was the teacher. Ruby mimicked what she saw from her experiences of
observing educators at the school with her grandfather.
Passion/Love. Ruby recalls that she has always had a love for education. Her love for
education started as a child when she spent so much of her time being around schools and
educators. This love for education is part of what motivated her to become a FGCG licensed
Virginia teacher.
Personal skills. Ruby has always accredited herself with strong organizational skills.
Ruby also believed she has good social skills and described herself as a highly motivated person
who accomplishes her goals.
Desire to Help Others. Ruby believed that because she has always wanted to help
others, she would be a good candidate to become a FGCG licensed Virginia teacher.
Love of Children. Ruby loved children and this also led to her thinking she would make
a good teacher.
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Fallback Career. When she first enrolled in college, Ruby enrolled as a communication
major. She graduated with a communications major then returned to graduate school to get a
Masters in Library Science degree.
Structural Description
The following structural descriptions are based on the researcher’s understanding of how
Ruby experienced the phenomenon of choosing to become a FGCG licensed Virginia teacher
based on Ruby’s setting and context:
Positive Interactions/Influences. The socialization influences that Ruby experienced
motivated her to choose to become a FGCG licensed Virginia teacher. Ruby’s life as a child was
surrounded by education experiences and these experiences, especially those related to her
grandparents, shaped her perception of teaching and motivated her to want to join that career
field. The positive influences of some of Ruby’s high school teachers influenced her to choose to
become a FGCG licensed Virginia teacher. Because of the positive interaction with Ruby’s
freshman advisor in college, Ruby believes she was saved from making the biggest mistake of
her life.
Dream. Ruby had self-perceptions that she should become a FGCG licensed Virginia
teacher based on how she pretended to play school as a young girl and mimicked what she saw at
the school with her grandfather.
Passion/Love. Ruby’s love for education is a personal intrinsic value that motivated her
to choose to become a FGCG licensed Virginia teacher.
Personal skills. Ruby’s organizational and social skills, as well as her motivation to
accomplish what she sets forth to do, were self-perceptions that motivated her to choose to
become a FGCG licensed Virginia teacher.
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Desire to Help Others. Ruby’s social intrinsic value to help others motivated her to
choose to become a FGCG licensed Virginia teacher because it would be a career in which she
could help others.
Love of Children. Ruby’s social intrinsic value of having a love for children motivated
her to choose to become a FGCG licensed Virginia teacher.
Fallback Career. Ruby’s decision to go to graduate school for a Masters in Library
Science and not pursue her career in the communications field was motivated by Ruby’s original
desire of becoming a FGCG licensed Virginia teacher before she enrolled in college. In this way,
Ruby “fell back” to the career she had always dreamed of having.
Essence Statement
The textural descriptions for Ruby describe the experiences she relayed during the
interview regarding what led her to choose to become a FGCG licensed Virginia teacher.
Additionally, the structural descriptions describe the researcher’s understanding of how Ruby
experienced the phenomenon of choosing to become a FGCG licensed Virginia teacher based on
the setting and context described by Ruby during the interview. The overall essence statement
below provides a better understanding of the phenomenon of why Ruby chose to become a
FGCG licensed Virginia teacher.
For Ruby, choosing to become a FGCG licensed Virginia teacher was a decision she
made because of many socialization influences as well as personal and social intrinsic values.
Ruby was highly motivated by her grandparents, especially her grandfather, and the experiences
she had visiting with them in school as a child. During her childhood most, of Ruby’s
summertime was spent in a school building. From what Ruby experienced in the school, Ruby
would create games and often “played school” (mimicking what she had seen in the classroom)
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when she was by herself at home. As Ruby grew older, she always thought she would become a
teacher, but when it was time to go to college she made the mistake of switching gears and
majoring in another field. Ruby soon realized that she had taken the wrong path because she was
personally and socially interested in helping others, especially children, and she was truly
passionate about teaching. Ruby was lucky enough to fall back to a career in teaching and chose
to become a FGCG licensed Virginia teacher.
Monica’s Research Results
During Monica’s interview, there were significant statements, sentences, or quotes that
Monica used to describe the experiences that led her to choose to become a FGCG licensed
Virginia teacher in the identified city school division. To begin the data analysis process on
Monica, the researcher created a table for Monica with three columns. The first column was
used to group Monica’s significant statements, sentences, or quotes. The second column was
used to list the themes that the researcher developed by clustering Monica’s significant
statements, sentences, or quotes into themes. The third column matched the appropriate FITChoice construct with each theme. By understanding which constructs Monica’s themes aligned
with, the researcher had a better understanding of what influenced Monica to choose to become
FGCG licensed Virginia teacher. The table for Monica is listed in Appendix G - Monica.
Based on the data from Monica’s table and interview, the researcher was able to write the
textural and structural descriptions as well as the overall essence statement for why Monica
chose to become a FGCG licensed Virginia teacher in the identified city school division.
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Textural Description
The following textural descriptions are based on the themes the researcher found in the
data describing the experiences that led Monica to choose to become a FGCG licensed Virginia
teacher:
Positive Interactions/Influences. Monica’s son persuaded her to become a teacher.
Monica had many experiences helping her son with his school assignments, and she had taught
her son different ways to understand his assignments. Monica’s mother and husband also
persuaded her to become a teacher by telling her she was meant to be a teacher.
Dream. Monica experienced some frustration when she went back to college to become
a teacher. At the time when she went back to college, Monica was raising a family that included
a newborn. Because it was Monica’s dream to become a teacher, Monica persisted through the
frustrations and became a FGCG licensed Virginia teacher.
Passion/Love. Monica believed teaching chose her. She also believed being a teacher
would not be like work because it was her passion and she loved teaching her own children.
Personal Skills. Monica had many experiences as a mother that she saw as personal
skills that would equip her to be a good teacher. Monica believed being a mother is the first time
a person truly becomes a teacher. Also, Monica taught her son different ways to figure out his
problems when he was struggling in school. Monica believed being a mother and teaching her
son at home provided personal skills for her that would make her a good teacher.
Desire to Help Others. Monica had a need to help others. Monica experienced joy
when her son would get something right at home after being frustrated; she believed that if she
could help her own son at home with his assignments, she could help others.
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Working with Children. Monica experienced good relationships with her own children
and their friends.
Respected Profession. Monica’s aunt (her uncle’s wife) was a teacher that dressed in
pencil skirts and high heels. Monica viewed her aunt with admiration because she thought it was
a respected profession. Monica thought of her aunt as a classy lady.
Fallback Career. Monica’s first career choice was to become an attorney. Monica
determined early in her college career that she no longer wanted to be an attorney, so she decided
to become an accountant. Monica was an accountant for fifteen years. After being an
accountant, Monica decided to fall back to a career in teaching and chose to become a FGCG
licensed Virginia teacher.
Benefits. Monica knew that being a FGCG licensed Virginia teacher would give her two
months off during the summer and time to spend with her family during Christmas break. The
time off was a motivator for Monica to choose to become a FGCG licensed Virginia teacher.
Structural Description
The following structural descriptions are based on the researcher’s understanding of how
Monica experienced the phenomenon of choosing to become a FGCG licensed Virginia teacher
based on Monica’s setting and context:
Positive Interactions/Influences. Positive socialization influences in Monica’s life, such
as her son, mother, and husband, motivated her to become a FGCG licensed Virginia teacher.
The largest influence on Monica to become a teacher came from her son. Monica’s son, having
witnessed his mother’s abilities as a tutor, pushed her to become a teacher. Monica possessed
personal pride in becoming a FGCG licensed Virginia teacher because she believed she did it for
her son.
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Dream. Monica’s self-perceptions that her dream of one day becoming a FGCG licensed
Virginia teacher were fulfilled when she went back to college and graduated. Monica always
knew she had what it would take to become a teacher.
Passion/Love. Monica’s passion and love for teaching her own children motivated her to
choose to become a FGCG licensed Virginia teacher. Monica’s self-perceptions that teaching
did not feel like work also motivated her to become a teacher.
Personal Skills. Monica’s self-perceptions about her own personal teaching skills
motivated her to choose to become a FGCG licensed Virginia teacher. Additionally, Monica’s
experiences in motherhood overlapped into a career choice of becoming a teacher.
Desire to Help Others. Monica had a social intrinsic value to help others. The
experiences Monica had with helping her own son motivated her to want to help others by
choosing to become a FGCG licensed Virginia teacher.
Working with Children. Monica’s good relationships with her own children and her
children’s friends motivated Monica by her social intrinsic value to choose to become a FGCG
licensed Virginia teacher.
Respected Profession. Monica chose to become a FGCG licensed Virginia teacher
because she was motivated by the task return of being in a respected profession. This motivation
was driven by Monica’s aunt’s class and style.
Fallback Career. Monica’s decision to fall back to a career in teaching came after years
of being an accountant. Monica was motivated to fall back to a career as a FGCG licensed
teacher because it was a dream she based on her personal skills, passion and love for teaching.
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Benefits. Two months off during the summer and additional time with Monica’s family
during Christmas break were motivators for Monica to choose to become a FGCG licensed
Virginia teacher.
Essence Statement
The textural descriptions for Monica describe the experiences that Monica relayed during
the interview regarding what led her to choose to become a FGCG licensed Virginia teacher.
Additionally, the structural descriptions describe the researcher’s understanding of how Monica
experienced the phenomenon of choosing to become a FGCG licensed Virginia teacher based on
the setting and context described by Monica during the interview. The overall essence statement
below provides a better understanding of the phenomenon of why Monica chose to become
FGCG licensed Virginia teacher.
Monica’s son was a positive socialization influence that motivated her to choose to
become a FGCG licensed Virginia teacher. Other socialization influences that motivated Monica
were her mother and husband. Monica’s desires to want to help others and work with children
were also social intrinsic values that motivated Monica to want to choose to become a FGCG
licensed Virginia teacher. Monica was motivated to enter a respected profession based on the
recollections she had of her uncle’s wife being a classy and stylish teacher. Monica was also
motivated to become a FGCG licensed Virginia by the task returns of having summers off and
the Christmas holiday to spend time with family.
Kate’s Research Results
During Kate’s interview, there were significant statements, sentences, or quotes that Kate
used to describe the experiences that led her to choose to become a FGCG licensed Virginia
teacher in the identified city school division. To begin the data analysis process on Kate, the

98

researcher created a table for Kate with three columns. The first column was used to group
Kate’s significant statements, sentences, or quotes. The second column was used to list the
themes that the researcher developed by clustering Kate’s significant statements, sentences, or
quotes into themes. The third column matched the appropriate FIT-Choice construct with each
theme. By understanding which constructs Kate’s themes aligned with, the researcher had a
better understanding of what influenced Kate to choose to become FGCG licensed Virginia
teacher. The table for Kate is listed in Appendix H - Kate.
Based on the data from Kate’s table and interview, the researcher was able to write the
textural and structural descriptions as well as the overall essence statement for why Kate chose to
become a FGCG licensed Virginia teacher in the identified city school division.
Textural Description
The following textural descriptions are based on the themes the researcher found in the
data describing the experiences that led Kate to choose to become a FGCG licensed Virginia
teacher:
Positive Interactions/Influences. Kate had many great experiences with her fourth
grade teacher, Mrs. Norman. Kate recalled how much the fun she had and the feeling of being at
home in Mrs. Norman’s class really impacted her to choose to become a FGCG licensed Virginia
teacher. Kate’s aunt also influenced her to become a teacher. As a child, Kate played school
with her aunt. Kate’s family always emphasized the importance of reading and doing school
work.
Dream. When she was younger, Kate dreamed of being a kindergarten teacher; this
dream started when Kate was in the fourth grade.
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Desire to Help Others. Kate wanted to make a difference by helping others that did not
have the same family circle that she had. Kate saw students and children who did not value love
and education and were taught hate at home. This inspired Kate to want to become a FGCG
licensed Virginia teacher in order that she might make a difference in the lives of students.
Negative Interactions/Influences. Kate had many negative interactions and influences
that motivated her to want to become a teacher. Kate experienced seeing students of the
identified city school division that could not read well—even at the age of sixteen—and many of
them were doing things that Kate thought they should not be doing. These same individuals did
not have the same family support that Kate had growing up. Kate also believed the city of the
identified school division was declining.
Improved Economic Situation. Growing up, Kate came from a poor family and had to
put herself through college. Kate believed that being a teacher would put her in an improved
social status.
Benefits. Kate wanted her work to benefit the city of the identified city school division
and its students. Kate wanted to take on the role of family support for those students who did not
have it, and she wanted to teach a path of love, not hate. Kate also wanted to help the identified
city school division be successful in producing students who were more academically prepared
than those that she had met.
Structural Description
The following structural descriptions are based on the researcher’s understanding of how
Kate experienced the phenomenon of choosing to become FGCG licensed Virginia teachers
based on Kate’s setting and context:
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Positive Interactions/Influences. Kate had many socialization influences that motivated
her to choose to become a FGCG licensed Virginia teacher. The positive interactions and
influences that Kate experienced in the fourth grade with her teacher Mrs. Norman motivated her
to choose to become a FGCG licensed Virginia teacher. The experiences of playing school with
her aunt during her childhood summers positively impacted Kate to choose to become a FGCG
licensed Virginia teacher. Additionally, the educational structure in Kate’s home as a child
motivated her to choose to become a FGCG licensed Virginia teacher. The combination of all of
these socialization influences weighed heavily in Kate’s decision to become a teacher.
Dream. Kate’s dream of being a teacher was generated when she was in the fourth
grade. Kate had many positive experiences when she was in Mrs. Norman’s fourth grade class,
giving her the self-perceptions that motivated her to choose to become a FGCG licensed Virginia
teacher.
Desire to Help Others. Kate was motivated to choose to become a FGCG licensed
Virginia teacher by her social intrinsic desire to want to help others. Kate believed she could
make a difference and mold children of the identified city school division.
Negative Interactions/Influences. Kate experienced negative interactions and
influences that motivated her to choose to become a FGCG licensed Virginia teacher. The
socialization influences, such as children in the identified city school division not being able to
read by the age of sixteen, and kids in the identified city school division doing things Kate
thought were wrong persuaded her to become a FGCG licensed Virginia teacher. Kate’s
perception of the city of the identified city school division being in social and economic decline
motivated her to choose to become a FGCG licensed Virginia teacher.
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Improved Economic Situation. The experiences Kate had as a child growing up in a
poor family motivated her to choose to become a FGCG licensed Virginia teacher so she could
achieve improved social status through the task returns of becoming a teacher.
Benefits. Kate believed that choosing to become a FGCG licensed Virginia teacher
would be a beneficial social intrinsic value for the identified city school division and her.
Essence Statement
The textural descriptions for Kate describe the experiences Kate relayed during the
interview regarding what led her to choose to become a FGCG licensed Virginia teacher.
Additionally, the structural descriptions describe the researcher’s understanding of how Kate
experienced the phenomenon of choosing to become a FGCG licensed Virginia teacher based on
the setting and context described by Kate during the interview. The overall essence statement
below provides a better understanding of the phenomenon of why Kate chose to become FGCG
licensed Virginia teacher.
Kate was highly motivated to choose to become a FGCG licensed Virginia teacher by
both the positive and negative socialization influences in her life. Kate’s fourth grade teacher
had a huge impact on her decision to become a teacher. Kate admired her fourth grade teacher
all through her educational life. Kate’s family structure and background in education, including
having a respected aunt that was a teacher, was a positive influence that impacted her decision to
choose to become a FGCG licensed Virginia teacher. Kate had experiences with negative
interactions in her life that also motivated her to choose to become a FGCG licensed Virginia
teacher; Kate’s negative perception of a declining city and area within the identified city school
division was a motivator for Kate to choose to become a FGCG licensed Virginia teacher. In
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addition, Kate’s desire to want to help others, especially school-aged children, motivated her to
want to become a teacher.
Brandy’s Research Results
During Brandy’s interview, there were significant statements, sentences, or quotes
Brandy used to describe the experiences that led her to choose to become a FGCG licensed
Virginia teacher in the identified city school division. To begin the data analysis process on
Brandy, the researcher created a table for Brandy with three columns. The first column was used
to group Brandy’s significant statements, sentences, or quotes. The second column was used to
list the themes that the researcher developed by clustering Brandy’s significant statements,
sentences, or quotes into themes. The third column matched the appropriate FIT-Choice
construct with each theme. By understanding which constructs Brandy’s themes aligned with,
the researcher had a better understanding of what influenced Brandy to choose to become FGCG
licensed Virginia teacher. The table for Brandy is listed in Appendix I - Brandy.
Based on the data from Brandy’s table and interview, the researcher was able to write the
textural and structural descriptions, as well as the overall essence statement for why Brandy
chose to become a FGCG licensed Virginia teacher in the identified city school division.
Textural Description
The following textural descriptions are based on the themes the researcher found in the
data describing the experiences that led Brandy to choose to become a FGCG licensed Virginia
teacher.
Positive Interactions/Influences. Throughout Brandy’s school experiences, she had
positive interactions and influences that impacted her decision to choose to become a FGCG
licensed Virginia teacher. Brandy perceived that she was always safe at school. She enjoyed the
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structure and sanity of school. Brandy was happy at school and believed she was loved.
Brandy’s teachers appeared happy and appeared to enjoy what they did. Brandy’s fourth grade
teacher motivated her to choose to become a FGCG licensed Virginia teacher.
Dream. As a child, Brandy always dreamed of becoming a teacher. She dreamed of one
day going to college and becoming a teacher. From a young age, being a teacher was just
something Brandy knew she wanted to do.
Improved Social Status. Nobody in Brandy’s family had ever been a teacher or
attended college, and by becoming a teacher she would improve her social status.
Love of Children. Brandy has always wanted to be around kids. Brandy has loved
children since she was a child herself. Brandy always babysat and played school with her sister
and other children in the neighborhood.
Improved Economic Situation. Brandy was very poor growing up. At one point in her
life, she lived in a rich neighborhood with her mom’s boyfriend. While living in this
neighborhood, Brandy noticed the majority of rich people living in the affluent neighborhood
had gone to college.
Respected Profession. Growing up in Pennsylvania, Brandy’s experiences led her to
believe teachers were valued and respected. Brandy wanted to be part of a profession that she
understood to be valued and respected.
Personal Skills. Brandy had her first experiences of working with children and teaching
as a young child when she babysat her sister and other kids in the neighborhood. Brandy was
always the teacher when she played school with her sister and kids in the neighborhood.
Brandy’s first job as a teenager was at Discovery Zone, a place designed for children to play.
This job helped her develop personal skills to deal with children.
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Working with Children. Brandy had many experiences working with children. She
was a babysitter and worked at the Discovery Zone. According to Brandy, she always knew she
wanted to work with children.
Desire to Help Others. Brandy stated in her interview that she wanted to help others by
showing an example of love some children may not have received at home.
Structural Description
The following structural descriptions are based on the researcher’s understanding of how
Brandy experienced the phenomenon of choosing to become a FGCG licensed Virginia teacher
based on Brandy’s setting and context:
Positive Interactions/Influences. The positive interactions and influences Brandy
experienced throughout her school life became the socialization influences that motivated
Brandy to choose to become a FGCG licensed Virginia teacher.
Dream. From a young age, Brandy had self-perceptions about herself that would she
become a teacher. Brandy’s dream of becoming a teacher became a reality when she chose to
become a FGCG licensed Virginia teacher. In her mind, becoming a licensed Virginia teacher
would lead to a task return enabling Brandy to improve her social status from that which she had
been accustomed to her whole life.
Improved Social Status. The task return of an improved social status was a
motivational factor for Brandy to choose to become a FGCG licensed Virginia teacher. Brandy
felt a need to improve her social status because no other immediate family of hers went to
college or became a teacher.
Love of Children. Brandy’s love for children was an intrinsic value that motivated her
to choose to become a FGCG licensed Virginia teacher.
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Improved Economic Situation. Brandy’s need to improve her economic situation was
driven by her personal intrinsic value to not continue to be poor. Brandy figured out that an
improved economic situation could stem from going to college. She always wanted to go to
college and become a teacher. Motivation to improve her economic situation was another factor
that motivated Brandy to choose to become a FGCG licensed Virginia teacher.
Respected Profession. The task return of being in a respected profession motivated
Brandy to want to choose to become a FGCG licensed Virginia teacher.
Personal Skills. From childhood, Brandy always had the self-perceptions she would
make a good teacher. The self-perceptions Brandy had resulted from playing school with her
sister and other children. Brandy’s self-perceptions that she had the personal skills to be a
teacher were motivators in her choosing to become a FGCG licensed Virginia teacher.
Working with Children. Brandy was motivated to choose to become a FGCG licensed
Virginia teacher by her personal intrinsic value to work with kids.
Desire to Help Others. Brandy was motivated to choose to become a FGCG licensed
Virginia teacher by her social intrinsic value to help others receive love. Brandy imagined that
by being a teacher she could be in a position to be an example of love for students that, just like
her, may not have gotten love from home.
Essence Statement
The textural descriptions for Brandy describe the experiences that she relayed during the
interview regarding what led her to choose to become a FGCG licensed Virginia teacher.
Additionally, the structural descriptions describe the researcher’s understanding of how Brandy
experienced the phenomenon of choosing to become a FGCG licensed Virginia teacher based on
the setting and context described by Brandy during the interview. The overall essence statement
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below provides a better understanding of the phenomenon of why Brandy chose to become a
FGCG licensed Virginia teacher.
Brandy was highly motivated to become a teacher from a very young age. Brandy had
many socialization influences in her life that motivated her to choose to become a FGCG
licensed Virginia teacher. Brandy’s fourth grade teacher, as well as most of her other teachers,
were very influential motivators in her decision to become a teacher; the happiness and joy that
Brandy saw from her own teachers contributed to her desire to become a FGCG licensed
Virginia teacher. The love and feeling of stability Brandy experienced in the structure of school,
a contrast to her chaotic home life, were positive socialization influences that motivated Brandy
to choose to become a FGCG licensed Virginia teacher.
Brandy was also motivated to choose to become a FGCG licensed Virginia teacher
because she dreamed of it since her childhood. Even as a young child, Brandy thought she had
the personal skills to be a good teacher and she genuinely loved kids. Coming from a poor
family and being the first in her family to go to college, Brandy was motivated to choose to
become a FGCG licensed Virginia teacher in hopes to reach a higher social status as well as
improve her economic situation. Brandy truly believed by choosing to become a FGCG licensed
Virginia teacher she would be getting the task return of being in a respected profession.
Ashely’s Research Results
During Ashley’s interview, there were significant statements, sentences, or quotes Ashley
used to describe the experiences that led her to choose to become a FGCG licensed Virginia
teacher in the identified city school division. To begin the data analysis process on Ashley, the
researcher created a table for Ashley with three columns. The first column was used to group
Ashley’s significant statements, sentences, or quotes. The second column was used to list the
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themes that the researcher developed by clustering Ashley’s significant statements, sentences, or
quotes into themes. The third column matched the appropriate FIT-Choice construct with each
theme. By understanding which constructs Ashley’s themes aligned with, the researcher had a
better understanding of what influenced Ashley to choose to become FGCG licensed Virginia
teacher. The table for Ashley is listed in Appendix J - Ashley.
Based on the data from Ashley’s table and interview, the researcher was able to write the
textural and structural descriptions as well as the overall essence statement for why Ashley chose
to become a FGCG licensed Virginia teacher in the identified city school division.
Textural Description
The following textural descriptions are based on the themes the researcher found in the
data describing the experiences that led Ashley to choose to become a FGCG licensed Virginia
teacher:
Positive Interactions/Influences. Ashley had many positive experiences in school that
motivated her to want to become a teacher. Ashley liked school and she believed she fit in at
school. Ashley loved her second grade teacher; she and other teachers showed Ashley that they
cared.
Dream. In second grade, Ashley started to dream about becoming a teacher. .
Improved Social Status. Ashley experienced watching her father live in the same area
his whole life. She was determined not to do the same as her father. Ashley wanted to see the
world and do something with her life, so she wanted to get out of the same area her father and
her family grew up in.
Negative Interactions/Influences. Ashley experienced her mother telling Ashley she
would not make a good teacher because she was not a good reader and speller. Ashley’s parents
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never mentioned the need for Ashely to go to college. When Ashley enrolled in college, her
parents never took interest in her career goals.
Structural Description
The following structural descriptions are based on the researcher’s understanding of how
Ashley experienced the phenomenon of choosing to become a FGCG licensed Virginia teacher
based on Ruby’s setting and context:
Positive Interactions/Influences. Ashley had many socialization influences that
motivated her to choose to become a FGCG licensed Virginia teacher. Ashley was motivated by
the many positive interactions with her second grade teacher, as well as other teachers who were
positive influences in her life.
Dream. Ashley was motivated to choose to become a FGCG licensed Virginia teacher
by her dream that she would one day be a teacher. Since the second grade, Ashley had selfperceptions she would one day become a teacher.
Improved Social Status. While growing up, Ashley saw her father live in the same area
his whole life. Ashley also saw her mother go straight from high school to being a secretary.
Ashley swore to herself she would live her life differently, so Ashley’s need to improve her
social status was a motivator for her to choose to become a FGCG licensed Virginia teacher.
Negative Interactions/Influences. Ashley experienced her mother’s negativity when it
came to Ashley’s dream of becoming a teacher. Ashley’s mother’s negative influence was
actually a socialization influence that motivated Ashley to choose to become a FGCG licensed
Virginia teacher. Ashley’s determination to prove her mother wrong was a motivational factor
for her as well.
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Essence Statement
The textural descriptions for Ashley describe the experiences that she relayed during the
interview regarding what led her to choose to become a FGCG licensed Virginia teacher.
Additionally, the structural descriptions describe the researcher’s understanding of how Ashley
experienced the phenomenon of choosing to become FGCG licensed Virginia teacher based on
the setting and context described by her during the interview. The overall essence statement
below provides a better understanding of the phenomenon of why Ashley chose to become
FGCG licensed Virginia teacher.
Ashley had many socialization influences, both positive and negative, that motivated her
to choose to become a FGCG licensed Virginia teacher. Ashley’s second grade teacher inspired
her to become a teacher. Ashley believed her second grade teacher’s actions demonstrated she
cared for her. Ashley had many teachers that solidified why Ashley chose to become a FGCG
licensed Virginia teacher because of the care they showed for her. Aside from the positive
socialization influences in Ashley’s life, she experienced some negative socialization influences
as well. Ashley’s mother never supported her dream of becoming a teacher. Ashley’s mother
told her she could not read or spell well enough to be a teacher. Ashley used the negative
influence of her mother as a motivator to become a FGCG licensed Virginia teacher.
Ashley was also motivated to choose to become a FGCG licensed Virginia teacher by her
desire to improve her social status. Ashley’s parents had no college experience, nor were they
interested in Ashley going to college. Ashley was determined not to end up like her father and
live her life in the same geographical area.
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Chapter 11: Conclusions
Purpose of Study
The purpose of this research study was to investigate why some first-generation college
graduates (FGCG) in an identified city school division chose to become licensed Virginia
teachers. The study focused on current FGCG licensed Virginia teachers in a Southside Virginia
city school division, and the researcher used interviews to collect data that identified key factors,
motivators, and experiences to understand the essence of why these FGCG chose to become
FGCG licensed Virginia teachers.
Research Questions
There was one central research question for this research study and a set of four subquestions. The central research question is listed as RQ1 below and the four sub-questions are
listed as SQ1-4 below:
RQ1: Why do some FGCG choose to become licensed Virginia teachers?
SQ1: What socialization influences motivate some FGCG to choose to become licensed Virginia
teachers?
SQ2: What task demands or returns motivate some FGCG to choose to become licensed Virginia
teachers?
SQ3: What self-perceptions about teaching abilities motivate some FGCG to choose to become
licensed Virginia teachers?
SQ4: What intrinsic values motivate some FGCG to choose to become licensed Virginia
teachers?
The researcher for this study asked participants in the beginning of the open-ended interview
why they chose to become a FGCG licensed Virginia teacher. Based on the answer the
participants gave to this question, the researcher made a determination regarding the necessity of
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asking one or more of the additional sub-questions. The following answers were found for the
research questions based on the research findings from this study:
RQ1: Why do some FGCG choose to become licensed Virginia teachers?
All six of the participants (Max, Ruby, Monica, Kate, Brandy, and Ashley) responded that they
chose to become a FGCG licensed Virginia teacher because it was their dream and they had
positive interactions/influences in their life. Five of the participants (Max, Ruby, Monica, Kate,
and Brandy) responded that they chose to become a FGCG licensed Virginia teacher because
they had a desire to help others. Four of the participants (Max, Ruby, Monica, and Brandy)
responded that they chose to become a FGCG licensed Virginia teacher because they believed
they possessed the personal skills to make a good teacher. Three of the participants (Max, Ruby,
and Monica) responded that they chose to become a FGCG licensed Virginia teacher because of
the passion/love for teaching. Three of the participants (Max, Monica, and Brandy) responded
they chose to become a FGCG licensed Virginia teacher because of their belief that being a
teacher was a respected profession. Three of the participants (Max, Monica, and Brandy)
responded that they chose to become a FGCG licensed Virginia teacher because they wanted to
work with children. Two of the participants (Brandy and Ashley) responded that they chose to
become a FGCG licensed Virginia teacher because they wanted to improve their social status.
Two of the participants (Monica and Kate) responded that they chose to become a FGCG
licensed Virginia teacher because of the benefits of being a teacher. Two of the participants
(Ruby and Brandy) responded that they chose to become a FGCG licensed Virginia teacher
because of a love for children. Two of the participants (Ruby and Monica) responded that they
chose to become a FGCG licensed Virginia teacher as a fallback career. Two of the participants
(Kate and Ashley) responded that chose to become a FGCG licensed Virginia teacher because of
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negative interactions/influences. Two participants (Brandy and Kate) responded that she chose
to become a FGCG licensed Virginia teacher to improve her economic situation.
SQ1: What socialization influences motivate some FGCG to choose to become licensed
Virginia teachers?
Positive socialization influences motivated all of the participants to choose to become FGCG
licensed Virginia teachers. Parents, grandparents, children, former teachers and coaches, as well
as extended family, were socialization influences that motivated all six FGCG to choose to
become FGCG licensed Virginia teachers. Negative socialization influences were motivators for
two of the participants (Kate and Ashley) to choose to become FGCG licensed Virginia teachers.
One negative socialization motivator was an unsupportive parent and another negative
socialization motivator was seeing a declining city and school system.
SQ2: What task demands or returns motivate some FGCG to choose to become licensed
Virginia teachers?
One participant (Max), chose to become a FGCG licensed Virginia teacher for the task return of
coaching a high school sport. Three participants (Max, Monica, and Brandy) were motivated by
the task return of being in a respected profession. Two participants (Brandy and Ashley) chose
to become a FGCG licensed Virginia teacher for the task return of an improved social status.
Two participants (Brandy and Kate) chose to become a FGCG licensed Virginia teacher for the
task return of improving their economic situation.
SQ3: What self-perceptions about teaching abilities motivate some FGCG to choose to
become licensed Virginia teachers?
Four participants (Max, Ruby, Monica, and Brandy) chose to become a FGCG licensed Virginia
teacher because they were motivated by the self-perceptions that they possessed the personal
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skills to be a good teacher. Personal skills such as persuasion skills, organizational skills, good
social skills, and diverse ways of teaching were commonly mentioned skills that these
participants perceived they already had.
SQ4: What intrinsic values motivate some FGCG to choose to become licensed Virginia
teachers?
There were intrinsic values that motivated the participants to choose to become a FGCG licensed
Virginia teacher. All six of the participants (Max, Ruby, Monica, Kate, Brandy, and Ashley)
chose to become a FGCG licensed Virginia teacher because it was their dream. Five of the
participants (Max, Ruby, Monica, Kate, and Brandy) responded that they chose to become a
FGCG licensed Virginia teacher because they wanted to help others. Two of the participants
(Ruby and Brandy) chose to become a FGCG licensed Virginia teacher because of a love for
children. In addition, one of the participants (Monica) chose to become a FGCG licensed
Virginia teacher because of the benefits of having holidays and summers off.
Universal Essence Statement
For some, choosing to become a FGCG licensed Virginia teacher in the identified city
school division was based upon the experiences in their lives. There are thirteen themes that
arose when these six participants shared their experiences about why they chose to become a
FGCG licensed Virginia teacher in the identified city school division. Positive interactions and
influences from childhood, such as school settings, teachers, sports teams, and organizations,
were socialization influences all of the participants of this study experienced that motivated them
to choose to become a licensed Virginia teachers in the identified city school division. Some
FGCG had parents, grandparents, children, spouses, or other family members that influenced
their decision to choose to become a FGCG licensed Virginia teacher. All of the participants had
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a dream at some point in their lives of becoming a licensed Virginia teacher. The desire to help
others was a motivator for five of the participants to choose to become a licensed Virginia
teacher. Four participants were motivated to become a FGCG licensed Virginia teacher because
they had self-perceptions that they would make a good teacher based on the personal skills they
possessed such as organization, persuasion, determination, high motivation, parenting, diverse
ways of teaching, and social skills. Being part of a respected profession motivated three
participants to choose to become licensed Virginia teachers. Three participants chose to become
licensed Virginia teachers because of the passion and love they had for teaching. The need to
improve social status was a motivator for three participants to choose to become licensed
Virginia teachers. Three participants had personal and social intrinsic desires to work with
children that motivated them to choose to become licensed Virginia teachers. The benefit of
having summers and holidays off was a motivational factor for one of the participants to choose
to become a licensed Virginia teacher. Another participant was motivated by the task return of
providing social benefits to the identified city school division. Two participants were motivated
to choose to become a FGCG licensed Virginia teacher because they genuinely loved children.
For two participants, there were social dissuasion and negative interactions that motivated them
to choose to become licensed Virginia teachers in the identified city school division. Two
participants chose to become licensed Virginia teachers as fallback careers. One participant was
motivated to choose to become a licensed Virginia to improve her economic situation.
In essence, there seems to be different motivators for some FGCG to choose to become
licensed Virginia teachers, but there is one primary reason why the participants in this study
chose to become licensed Virginia teachers. All of the participants in this research study
experienced some type of positive interaction or influence throughout their lives that motivated

115

them to choose to become FGCG licensed Virginia teachers. This finding is very significant
because it demonstrates the importance of teacher student relationships, as well as those
interactions and influences that promote the value of education. Fostering the interactions and
influences that promote education and future educators is beneficial for the identified school
division, and the continuous cycle of FGCG who choose to become licensed Virginia teachers.
Discussion
This study investigated why some FGCG in an identified Southside Virginia city school
division chose to become licensed Virginia teachers. The study used a transcendental
phenomenological research method. By using a phenomenological research method, the
researcher sought to understand the essence of the phenomenon of why some FGCG choose to
become licensed Virginia teachers. The theoretical underpinning for this study was guided by
the FIT-Choice model framework. The FIT-Choice model framework is based on recurring
themes that have been identified as motivators for an individual to choose to become a teacher.
The themes in the FIT-Choice model framework are categorized into different constructs based
upon the experiences and perceptions an individual has for becoming a teacher. There are five
constructs in the FIT-Choice model framework: socialization influences, task, self, intrinsic
value, and fallback career. The research design for this study used open-ended interviews to
collect data. By conducting six interviews with six participants in the study, the researcher was
able to use Moustakas’s transcendental phenomenological approach to analyze the data. The
researcher developed clusters of meaning from the significant statements, sentences, or quotes of
the participants and further developed those clusters of meanings into themes. The researcher
identified fourteen emerging themes as to why the participants chose to become FGCG licensed
Virginia teachers in the identified city school division: “positive interactions/influences,”
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“dream,” “passion/love,” “personal skills,” “wanting to help others,” “respected profession,”
“working with children,” “love of children,” “fallback career,” “benefits,” “negative
interactions/influences,” “improved social status,” and “improved economic situation.” From
these themes, the researcher wrote textural and structural descriptions as well as essence
statements for each participant in order to describe the experiences, contexts, and settings that
influenced them to choose to become FGCG licensed Virginia teachers. At the end of the data
analysis process, the researcher developed an overall essence statement that provided an
understanding of the essence of why some FGCG choose to become licensed Virginia teachers.
Limitations
There were potential limitations to this study. This study was limited to a specific
population that may not be generalizable to other populations. Because all participants were
FGCG teachers, the findings of this study may not be generalizable to continuing generation
college students (CGCS). Also, since all the participants were teachers who taught during the
time of the study in a Southside Virginia city school division, the findings of this study may not
be generalizable to other localities outside of this particular school division. Considering that
years of teaching experience , gender, subject and grade level were not factors in the sampling
process, the sample for this study may not be diverse enough to provide results that can be
applicable to all FGCG licensed Virginia teachers. This study may be affected by some
researcher bias due to the fact that the researcher herself was a FGCG licensed Virginia teacher
and the researcher knew some of the participants due to the fact that the researcher and
participants all worked in the same school division. Additionally, the interpretations of the
questions being asked by the researcher may have varied by the participants. The small sample
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size of six could also pose a limitation for this study. The study could contain some participant
bias by the data being self-reported.
Implications
The findings from this research study reveal that there are many factors, motivators, and
personal experiences that motivate some FGCG to choose to become licensed Virginia teachers.
From those factors, motivators, and personal experiences, positive interactions and influences
was the main theme that arose from all of the participants in this research study. Positive
interactions and influences throughout the participants lives were shown to impact their decision
to choose to become a FGCG licensed Virginia teacher. Promoting positive interactions and
influences could continue or expand the cycle of FGCG licensed Virginia teachers. To continue
the cycle of FGCG licensed Virginia teachers, it could be beneficial for the identified school
division to promote the act of teachers building relationships with their students. This could be
accomplished by professional development geared towards relationship building strategies and
techniques. The dream of becoming a teacher, the passion or love for teaching, and personal
skills a FGCG has for becoming a teacher are self-perceptions that should be fostered at an early
age so that the percentage of FGCG licensed Virginia teachers can increase. These selfperceptions can be fostered by promoting the career of becoming a FGCG licensed Virginia
teacher at all levels of school.
Some FGCG licensed Virginia teachers attribute their love for children and the desire to
want to help others, including children, as intrinsic values that motivated them to choose to
become a licensed Virginia teacher in the Southside city school division. The identified
Southside city school division may want to consider providing professional development for all
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colleagues that promotes personal and social intrinsic values such as love and respect for their
students.
The need to improve social status and be part of a respected profession were task returns
that motivated three participants to choose to become FGCG licensed Virginia teachers in the
identified city school division. The identified school division could aim to treat their employees
as respected professionals with high social status and provide economic opportunities that are
competitive to other school divisions so that the motivation of wanting to improve social status
or improve economic situations will motivate them to be part of the identified Southside city
school division. Also, community partnerships could be built between the identified Southside
city school division and community members to promote the integrity and finances for the city’s
teachers.
There were also negative interactions and influences that motivated some participants to
choose to become FGCG licensed Virginia teachers. The identified Southside city school
division should be aware that these same negative socialization influences may be happening
with its own students. In order to promote more FGCG to become licensed Virginia teachers in
the identified school division, a positive climate, culture, and programs should be available to
engage students and offer them a safe space with structure in order to combat the negative
influences at home and the school community.
It would also appear that it is never too late to become a teacher as some participants
chose to become FGCG licensed Virginia teachers in the identified Southside city school
division as a fallback career. The identified school division could invest in advertisement that
reaches all ages, not just typical college-aged candidates, and preface it with the fact that it is
never too late to become a teacher in the Southside city school division. The additional
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experience of teachers who have had careers outside of education may serve to bolster the
educational experience for students of the identified Southside city school division.
Benefits of Research
There are indirect, direct, and potential benefits that can come from this research. This
research may directly affect the participants of this study by affording them an opportunity to
share their story. By sharing their story, the participants may experience a feeling of self-worth
and contribution to society. The knowledge gained through this research may potentially impact
the field of education by applying the findings to future FGCS who choose or are considering
becoming licensed Virginia teachers. Another potential benefit of this research is that it may add
to the body of literature about why FGCG choose to become licensed Virginia teachers. This
research may also beneficial to the identified Southside Virginia city school division in the
recruitment and retention of FGCG licensed Virginia teachers and well as CGCS licensed
Virginia teachers.
Future Research
Based on the findings from this research study, future research studies could investigate
why other populations choose to become licensed teachers in other states and school divisions.
The identified Southside Virginia city school division could conduct research to determine how
students within the school division view teaching as a profession and determine strategies for a
“grow your own initiative.” Also, further research could be conducted to see if the entry
motivations FGCG had when they chose to become licensed Virginia teachers were maintained
or changed throughout their teaching career. This study could be replicated to add to the
research on FGCG. Lastly, further research on the topic of why some FGCG choose to become

120

licensed Virginia teachers could be conducted using a different research approach and research
design to see if any new findings are yielded.
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Appendix A

Invitation Letter
Dear (Insert Participant’s Name):
My name is Amber L. Spencer. I am a student at Lynchburg College and I am conducting a
research study to fulfill the dissertation requirements for my Doctorate in Leadership Studies
(Ed.D). You have identified yourself as a first-generation college graduate licensed Virginia
teacher or your name has been referred to me by someone in the educational field who identified
you as a first-generation college graduate licensed Virginia teacher. I am sending you this letter
in the hope that you may be interested in participating in my study.
There have been many studies conducted on why individuals choose to become teachers and a
considerable amount of studies on first-generation college graduates. Through my research of
peer reviewed literature I have not been able to find any research or studies that specifically
investigate why first-generation college graduates choose to become licensed Virginia
teachers. Therefore, as the principal investigator of my own research study for the Doctoral
requirements at Lynchburg College under the supervision of Dr. John Walker, I plan to conduct a
transcendental phenomenological qualitative study on why some first-generation college
graduates choose to become licensed Virginia teachers.
The purpose of my study is to investigate the following question: Why do some first-generation
college graduates choose to become licensed Virginia teachers? Through this study I will try to
identify the key factors, motivators, and personal experiences as to why these FGCG chose to
become licensed Virginia teachers in a Southside Virginia city school division. Conducting this
type of study may provide data that will fill the gaps in the literature as well as suggest motives
that lead some first-generation college graduates choose to become licensed Virginia teachers.
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Participants for this study can anticipate that their participation will involve one or possibly two
interviews. The first interview is only expected to last approximately two hours. If needed, a
follow-up interview is anticipated to last a maximum of one hour. To ensure that you can trust
me as a researcher to transcribe your answers and comments verbatim during our interviews,
member-checking will be conducted. Member-checking is as process that will allow you an
opportunity to verify that the interviews are being transcribed correctly and that no data has been
left out or altered. You will receive a Microsoft Word document of your interview
transcriptions. You will have the ability to read the entire document to verify that none of the
interview has been altered on the typed Microsoft Word document. By sharing the transcripts
with you, you can trust that none of your comments or answers will be altered.
There will be a $20.00 Outback gift card given to anyone who participates in this study. Along
with the gift card, I hope that you will have satisfaction in the fact that you have contributed to
the research regarding why some first-generation college graduates choose to become licensed
Virginia teachers. This study will benefit the educational field for both educators and
students. The knowledge gained through this research may potentially impact the field of
education and future first-generation college students who choose to become licensed Virginia
teachers. This study could also add to the literature on why first-generation college graduates
choose to become licensed Virginia teachers. There is no expected risk to you for your
participation in this study.
If you have any questions regarding this study feel free to contact me at (434) 446-2564 or by
email me at alowery@mail.dps.k12.va.us. You can also contact my dissertation chairman, Dr.
John Walker at (434) 544-8032 or email walker.jc@lynchburg.edu. I truly hope that you will
consider being a participant in this study. If you choose not to, I completely understand and
appreciate you taking the time to review my invitational letter.
Sincerely,
Amber L. Spencer, B.S., M.Ed.
Doctoral Candidate
Lynchburg College
Please provide a consent form (for participants over the age of 18 years old, if applicable) and
assent form (for participants under the age of 18 years old, if applicable) and Parental Consent
Form, if applicable. Please access the templates on our website. The witness signature block on
the templates is only for full Board review proposals and should be removed for expedited
reviews.
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Appendix B
Participant Consent Form
Participant Consent Form
Lynchburg College
Informed Consent for Research Participants in Research Projects Involving Human
Subjects
Title of Project: Why First-Generation College Graduates Choose to Become Licensed
Virginia Teachers: A Qualitative Study
Investigator(s): Amber Lowery Spencer
Purpose of this Research/Project:
The purpose of this research study is to investigate the following question: Why do some
first-generation college graduates choose to become licensed Virginia teachers? Through
this study I will try to identify the key factors, motivators, and personal experiences as to
why these FGCG chose to become licensed Virginia teachers in a Southside Virginia city
school division. Conducting this type of study may provide data that will fill the gaps in the
literature as well as suggest motives that lead some first-generation college graduates to
choose become licensed Virginia teachers.
II. Procedures: The study has been approved by Lynchburg College’s Institutional Review
Board. After your consent is given, you can anticipate that your participation will involve
one or possibly two interviews between you and the researcher. You can anticipate that
your participation will involve an interview expected to last approximately two hours. If
needed, a follow-up interview is anticipated to last a maximum of one hour.

131

A follow-up interview may only be needed in the event the first interview has to be stopped
before the interview process is complete or issues arise in the record keeping. A possible
issue that could arise in record keeping is that there could be a technical problem with the
audio recording device and the entirety of the interview may not be recorded. Another
possible issue that could arise is that the notes taken in the interview may be unclear and
require further clarity.
III. Risks: The only foreseeable risk of discomfort for you in this study may arise only if
discussion of your previous experiences that led to you becoming a FGCG licensed Virginia
teacher has emotional connections. Such experiences may include coming from low
socioeconomic status, having uneducated parents, being different than other students in
college, and perceptions others had about you. If this discomfort exists then the researcher
will discontinue the interview with no obligation to you and offer some form of professional
guidance or counseling. This possibility will be suggested to you before the interview
process begins. If you feel this study or interview will make you uncomfortable, you will
not be permitted to be part of the study.
IV. Benefits: There will be a $20.00 Outback gift card given to anyone who participates in
this study. Along with the gift card, I hope that you will have satisfaction in the fact that
you have contributed to the research regarding why some first-generation college
graduates choose to become licensed Virginia teachers. By sharing your story you may
experience a feeling of self-worth and contribution to society. This study will benefit the
educational field for both teachers and students. The knowledge gained through this
research may potentially impact the field of education and future first-generation college
students who choose to become licensed Virginia teachers. This study could also add to the
literature on why first-generation college graduates choose to become licensed Virginia
teachers.
V. Extent of Confidentiality: Interviews will not be personally identifiable. No
demographical data will be collected. In the study, participants and schools will have a
fictitious name to protect their identity and preserve confidentiality. All data will be kept
confidential. The data obtained from this study will be kept in a locked file cabinet in the
PI/researcher’s home office. Written data as well as any audio recording will be locked in
the file cabinet. Once the files have been digitized by the PI, the data will be kept on the
PI/researcher’s password-protected, LC google drive account and will be accessible by the
Co-Pi. Any electronic files will be stored on the researcher’s personal computer and will be
secured with a password that only the researcher has. Only after all the data has been
compiled using fictitious names will the results of the study be shared with anyone outside
of the research team. Data files will be kept locked for three years, and then destroyed
after the third year.
VI. Compensation: There will be a $20.00 Outback gift card given to anyone who
participates in this study.
VII. Freedom to Withdraw: If you become uncomfortable with the study at any point you
may decline to continue participation. Additionally, you are free to not respond to any
questions that may make you uncomfortable.
VIII. Subject’s Responsibilities: I voluntarily agree to this study, understanding that I have
the following responsibilities:
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Participate in one or possibly two face to face interviews that will be audio recorded.
IX. Subject’s Permission: I have read the Consent Form and conditions for this study in its
entirety.
I have no questions at this point about the study, and I hereby acknowledge the above and
give my voluntary consent and verify that I am 18 years of age or older:
Should I have any questions about this research, research subject rights, or who to contact
in the event of a research-related injury to the subject, I may contact:
Investigator(s) Telephone/e-mail
Amber L. Spencer (434) 446-2564/alowery@mail.dps.k12.va.us
Dissertation Advisor e-mail
Dr. John Walker walker@lynchburg.edu
The Lynchburg College Institutional Review Board (IRB) for Human Subjects Research
IRB
Director; Dr. Tom Bowman through the Office of the Associate Dean for Academic Affairs
at Lynchburg College at 434.544.8327 or irb-hs@lynchburg.edu with any questions.
________________________________________ Date _____________
Participant’s Name (Print)

_______________________________________ Date _____________Participant’s Signature
________________________________________ Date _____________
Researcher’s Name (Print)
________________________________________Date ______________
Researcher’s Signature
Note: Participants will be given a duplicate of the original signed Informed Consent.
Please provide data collection instrument(s) or comparable item(s) below.
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Appendix C
Open-Ended Interview Protocol Instrument

Interviewee: ______________________ Date: _____________ Time: ________
Read to Participant
As a first-generation college graduate licensed Virginia teacher, you have a unique story to tell.
Understanding why you chose to go to college and become a licensed Virginia teacher is very
interesting to me. By answering some open-ended interview questions in a semi-structured
format about the experiences that motivated you to become a first-generation college graduate
(FGCG) licensed Virginia teacher, I may find significant information that could impact the field
of education by identifying factors that motivate FGCG to choose to become licensed teachers. If
educators can understand what motivates FGCG to become licensed Virginia teachers, the
number of FGCG licensed Virginia teachers may be increased. With your input this research
study may contribute to the literature that makes the connection between first-generation college
graduates and why they choose to become licensed Virginia teachers.
For Researcher’s Use Only:
Using Table 1, allow the participant to answer questions openly without interruptions. As the
participant describes his or her experiences, listen attentively to see if he or she answers the
central research question (RQ ) and sub-questions (SQ ) listed below in Table 1. When the
participant comes to the end of answering your questions and you feel he or she has not
shared in a way that answers or gives details to RQ and SQ , use the prompts listed below
Table 1 to get that information. The prompts are labeled according to the central research
1

1-4

1

1-4
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question or sub-question you are trying to get the participant to respond to.
As the researcher, when you feel the participant has answered RQ and SQ to your
satisfaction, ask him or her if there is anything else he or she would like to share about why he
or she chose to become a first-generation college graduate licensed Virginia teacher.
1

1-4

When the interview is completed, ask the participant if he or she would be willing to meet
again if any issues arise in the record keeping. Be sure to thank the participant for his or her
participation, and provide them details about the process of member checking.

Table 1:
RQ : Why do some first-generation college graduates choose to become licensed Virginia
teachers?
1

SQ : What socialization influences motivate some FGCG to choose to become licensed
Virginia teachers?
1

SQ : What task demands or returns motivate some FGCG to choose to become licensed
Virginia teachers?
2

SQ : What self-perceptions about teaching abilities motivate some FGCG to choose to
become licensed Virginia teachers?
3

SQ : What intrinsic values motivate some FGCG to choose to become licensed Virginia
teachers?
4

Prompts
(RQ ) As a FGCG, why did you choose to become a licensed Virginia teacher?
1

(RQ ) Was choosing to become a FGCG licensed Virginia teacher your first career choice? If
not, please explain what led you to choose to become a FGCG licensed Virginia teacher.
1

(SQ ) Describe any social influences that may have motivated you to choose to become a FGCG
licensed Virginia teacher.
1

(SQ ) Describe any perceptions you may have had about the qualifications and benefits of
becoming a FGCG licensed Virginia teacher?
2

(SQ ) Describe any prior teaching or learning experiences that might have motivated you to
become a first-generation college graduate licensed Virginia teacher.
3

(SQ ) Describe what your perceptions were about your own teaching abilities that may have
motivated you to choose to become a FGCG licensed Virginia teacher?
3

(SQ ) Describe any personal intrinsic values that you may have had that motivated you to
become a FGCG licensed Virginia teacher?
4

(SQ ) Describe any social intrinsic values that you may have had that motivated you to become a
first-generation college graduate licensed Virginia teacher?
4
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Appendix D
Letter to the Superintendent
Dr. Smith,
I am a student at Lynchburg College and I am conducting a research study to fulfill the
dissertation requirements for my Doctorate in Leadership Studies. The purpose of this research
study is to investigate why some first-generation college graduates (FGCG) in an identified
Southside Virginia city school division chose to become licensed Virginia teachers. This study
will attempt to understand this phenomenon by identifying any underlying factors, motivators, or
experiences that led FGCG to this profession. Conducting this research with human subjects will
generate knowledge on the topic, provide insight for future first-generation college students
(FGCS) who want to become licensed Virginia teachers, and provide information and knowledge
to students, teachers, and leaders in the educational field. This research may begin to fill the gap
in the literature between FGCG and why individuals choose to become teachers. If educators
can understand what motivates FGCG to become licensed Virginia teachers, the number of
FGCG licensed Virginia teachers may be increased.
I am sending you this letter to ask if you or your designee would be gracious enough to meet
with me within the next two weeks to discuss the details of my research study. The sample I
plan to use for my study will include Danville Public School teachers; therefore, it is imperative
that I have your consent to conduct this study. If you or your designee will agree to meet with
me, I will provide more information about my study as well as the potential benefits it may
provide for our school division. Your permission and support for this research study will be
greatly appreciated.
Please respond at your convenience to my request to meet with you by email at
alowery@mail.dps.k12.va.us or telephone at (434) 446-2564.
Thank you,
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Amber Spencer
PE Teacher Westwood Middle School

Appendix E
Max
Significant Statements, Sentences or
Quotes
Started when I was a kid

Themes

FIT-Choice
Construct

Dream

Self-Perceptions

Loved to play football and lots of sports

Passion/Love

Intrinsic Value (Personal
Utility Value)

Have an act to convince people to play

Personal Skills

Self-Perceptions

Biggest influence was in high school being
involved in sports

Positive
Interactions/Influences

Socialization Influences

Close to my teachers and coaches

Positive
Interactions/Influences

Socialization Influences

Teachers and coaches were positive role
models

Positive
Interactions/Influences

Socialization Influences

Wanted to be a coach at a young age

Dream

Self-Perceptions

Good people influenced me

Positive

Socialization Influences

137

Interactions/Influences
Great coaches, great teachers

Positive
Interactions/Influences

Socialization Influences

Associated with good people

Positive
Interactions/Influences

Socialization Influences

Being part of a team and learning to coach

Positive
Interactions/Influences

Socialization Influences

Good communication skills

Personal Skills

Self-Perceptions

Position where I could help

Desire to Help Others

Intrinsic Value (Social
Utility Value)

Teachers were looked at with high esteem

Respected Profession

Task (Return)

Being a teacher was a very noble
profession

Respected Profession

Task (Return)

Head coach would ask me to scout

Personal Skills

Socialization Influences

Working with younger kids with football

Working with
Children

Socialization Influences

Desire to Help Others

Intrinsic Value (Social
Utility Value)

Peer tutoring

Working with
Children

Socialization Influences

Good communication skills

Personal Skills

Self-Perceptions

Persuade people to do things they didn’t
want to do

Personal Skills

Self-Perceptions

Communicate with a lot of different people

Personal Skills

Self-Perceptions

Interaction with my teachers and coaches

Positive
Interactions/Influences

Socialization Influences

Good teachers that influenced me

Positive
Interactions/Influences

Socialization Influences

Help motivate kids to get better grades
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My dad headed up the rec league

Positive
Interactions/Influences

Socialization Influences

He did a lot with football

Positive
Interactions/Influences

Socialization Influences

Got in a group of people to see how he
organized things for us to have sports

Positive
Interactions/Influences

Socialization Influences

Those guys influenced me a lot to go on to
college

Positive
Interactions/Influences

Socialization Influences

Dream

Self-Perceptions

People that are in your department and
your mentors get you on a higher level of
thinking with education

Positive
Interactions/Influences

Socialization Influences

Good understanding in high school about
the game of football

Personal Skills

Self-Perceptions

Find common ground with people of
different backgrounds

Personal Skills

Self-Perceptions

I knew that I wanted to be a teacher in
middle school
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Appendix F
Ruby
Significant Statements,
Sentences or Quotes
Education has been part of my
family
Always been around education
Pretended to play school as a
child
Teaching was not my first
choice
Love for education
Grandparents being in public
school
Former teachers contributed
Grandparents and their careers
Teachers mentoring me

Themes
Positive Interactions/
Influences
Positive Interactions/
Influences
Dream

FIT-Choice
Constructs
Socialization Influences
Socialization Influences
Self-Perceptions

Fallback Career

Fallback Career

Passion/Love

Intrinsic Value (Personal
Utility Value)
Socialization Influences

Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/

Socialization Influences
Socialization Influences
Socialization Influences
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Former teachers having an
influence
Love to be around kids

Influences
Positive Interactions/
Influences
Love of Children

Love to help people

Desire to Help Others

Help someone

Desire to Help Others

Determination
Accomplish what I set forth
Help others

Personal Skills
Personal Skills
Desire to Help Others

Organization
Grandfather worked in public
schools as a custodian
Grandmother drove a school
bus
Spent summers in the school
building with my grandfather
A lot of my grandfather’s
friends were educators
The profession I saw all of the
time
Grandfather wanted me to be a
teacher or nurse
Teachers put the idea in my
head that I could definitely be
a good teacher
Freshman advisor suggested
that I look into library science
Social skills

Personal Skills
Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Personal Skills

Socialization Influences
Intrinsic Value (Personal
Utility Value)
Intrinsic Value (Social Utility
Value)
Intrinsic Value (Social Utility
Value)
Self-Perceptions
Self-Perceptions
Intrinsic Value (Social Utility
Value)
Self-Perceptions
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences

Socialization Influences
Self-Perceptions
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Appendix G
Monica
Significant Statements,
Sentences, or Quotes
Mom, you should be a teacher
Good relationship with kids
Doesn’t feel like work
First career choice was to
become an attorney
Became an accountant for 15
years
Son encouraging me to
become a teacher
Influence of my son
Got discouraged but kept
going because I really wanted
to teach

Themes
Positive Interactions/
Influences
Working with Children

FIT-Choice
Constructs
Socialization Influences

Fallback Career

Intrinsic Value (Social Utility
Value)
Intrinsic Value (Personal
Utility Value)
Fallback Career

Fallback Career

Fallback Career

Positive Interactions/
Influences
Positive Interactions/
Influences
Dream

Socialization Influences

Passion/Love

Socialization Influences
Self-Perceptions
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It’s my passion
See the kind of impact I’m
going to make on these kids
Loved the way she dressed
I get to dress up like that
I get two months off in the
summer time and Christmas
Being a mother is first time
you become a teacher
Joy when my kids get
something after being
frustrated
Motivated by son saying you
can do it
Biggest influence was my son
Being told you are meant to do
this
Husband motivating me
My mother motivating me
Influence of my auntie’s class
and style
Glorification of being a
teacher
Teach my son different ways
to figure things out

Passion/Love
Desire to Help Others
Respected Profession
Respected Profession
Benefits
Personal Skills

Intrinsic Value (Personal
Utility Value)
Intrinsic Value (Social Utility
Value)
Task (Return)
Task (Return)
Intrinsic Value (Personal
Utility Value)
Self-Perceptions

Desire to Help Others

Intrinsic Value (Social Utility
Value)

Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Positive Interactions/
Influences
Respected Profession

Socialization Influences

Respected Profession

Task (Return)

Personal Skills

Self-Perceptions

Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
Task (Return)
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Appendix H
Kate
Significant Statements,
Sentences or Quotes
What I always wanted to do
since 4th grade
Teacher in 4th grade Mrs.
Norman really impacted me
Her class was just fun and I
felt at home
I just wanted to be like her
She just made kids happy
We enjoyed being in class
I just wanted to always be like
her
She was the reason I did all
that
I wanted to be like her

Themes
Dream
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive

FIT-Choice
Constructs
Self-Perceptions
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
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My aunt also was a teacher
Aunt Beth would always have
me come over in the summers
and she would talk about
school
We would play school
I wanted to make a difference

Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences

Positive
Interactions/Influences
Desire to Help Others

Socialization Influences
Socialization Influences

Socialization Influences

Growing up my family was
poor
Help put myself through
college
Family made me do well in
school
Family said you are going to
read well
Wanted to be that family
circle
I want to mold these kids

Improved Economic Situation

Intrinsic Value (Social Utility
Value)
Task (Return)

Improved Economic Situation

Task (Return)

Positive
Interactions/Influences
Positive
Interactions/Influences
Desire to Help Others

Socialization Influences

Always thought I would be a
kindergarten teacher
I just wanted to make a
difference
I see kids come in with
nothing
I can make a difference when
they come to me with nothing
I genuinely love children

Dream

Desire to Help Others

Desire to Help Others
Desire to Help Others
Desire to Help Others
Love of Children

Socialization Influences
Intrinsic Value (Social Utility
Value)
Intrinsic Value (Social Utility
Value)
Self-Perceptions
Intrinsic Value (Social Utility
Value)
Intrinsic Value (Social Utility
Value)
Intrinsic Value (Social Utility
Value)
Intrinsic Value (Personal
Utility Value)
Socialization Influences

Danville declining

Negative
Interactions/Influences

Young people need to see a
different mindset other than
hate from home
If they don’t get love from
somewhere the generation of
hate is going to continue
Always think about her when I
think about why I did this
Thought about her all through
my school

Desire to Help Others

Intrinsic Value (Social Utility
Value)

Desire to Help Others

Intrinsic Value (Social Utility
Value)

Positive
Interactions/Influences
Positive
Interactions/Influences

Socialization Influences
Socialization Influences
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Met a lot of kids at
McDonald’s that went through
DPS and they did a lot of
things they shouldn’t do
A lot of them couldn’t even
read

Negative
Interactions/Influences

Socialization Influences

Negative
Interactions/Influences

Socialization Influences

Thought this is ridiculous they
are sixteen and can’t read

Negative
Interactions/Influences

Socialization Influences

Parents made me do my
homework
Read together with parents

Positive
Interactions/Influences
Positive
Interactions/Influences

Socialization Influences
Socialization Influences

Appendix I
Brandy
Significant Statements,
Sentences or Quotes
I always wanted to be a
teacher
School always felt like a safe
place
School was always the place I
could go that was structured
The people there were sane
At school I just felt loved and
happy
It was just a good place to be
We were very poor growing
up
I noticed that the majority of
rich people had gone to
college
Going to college was

Themes
Dream
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Improved Economic Situation

FIT-Choice
Constructs
Self-Perceptions
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences

Improved Economic Situation

Intrinsic Value (Personal
Utility Value)
Task (Return)

Dream

Self-Perceptions
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something I had always
planned on doing
Teaching just came naturally
I love kids
I’ve always wanted to be
around kids
First job was in Discovery
Zone (supped up Chucky
Cheese)
There was sanity at school
Everything just seemed to
make sense at school
Nobody in my family was a
teacher
I’m the only person on either
side of my family that’s a
teacher
It was just how the teachers
made me feel at school
I knew that I was loved at
school
If nowhere else I was loved, I
was loved at school
My mother was not very
supportive of me going to
college
Nobody else in my family had
gone to college
It was just something I knew I
wanted to do
Most of my teachers seemed
happy
They were happy with what
they did
They enjoyed what they did
It was very obvious because
they made all of us enjoy
being at school
My fourth grade teacher was
really the one that cemented it
Mrs. Kusak was just amazing
It was just wanting to be at

Personal Skills
Love of Children
Love of Children
Personal Skills

Self-Perceptions
Intrinsic Value (Social Utility
Value)
Intrinsic Value (Social Utility
Value)
Self-Perceptions

Positive
Interactions/Influences
Positive
Interactions/Influences
Improved Social Status

Socialization Influences

Improved Social Status

Task (Return)

Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Negative
Interactions/Influences

Socialization Influences

Improved Social Status

Task (Return)

Dream

Self-Perceptions

Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences

Socialization Influences

Positive
Interactions/Influences
Positive
Interactions/Influences
Positive

Socialization Influences

Socialization Influences
Task (Return)

Socialization Influences
Socialization Influences
Socialization Influences

Socialization Influences
Socialization Influences
Socialization Influences

Socialization Influences
Socialization Influences
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school
I started babysitting my sister
at a very early age
I loved playing with the kids
in the neighborhood
Playing school was the only
thing my sister and I could get
along doing
I just loved being with kids
They just make me happy
Put that love on other people
who may not have gotten it at
home
Where I grew up teachers
were valued
I wanted a profession that was
valued

Interactions/Influences
Personal Skills
Working with Children
Personal Skills

Love of Children
Love of Children
Desire to Help Others

Self-Perceptions
Intrinsic Value (Social Utility
Value)
Self-Perceptions

Intrinsic Value (Social Utility
Value)
Intrinsic Value (Social Utility
Value)
Intrinsic Value (Social Utility
Value)

Respected Profession

Task (Return)

Respected Profession

Task (Return)

Appendix J
Ashley
Significant Statements,
Sentences or Quotes
I just always liked school
A place where I could go and
fit in
Second grade teacher that I
just fell in love with
She did everything she could
to call house, to check on me,
and make sure that everything
was going well for me
Made sure I kept up with class
when I had chicken pox
She was probably the biggest
inspiration that I had
She showed that she cared
In second grade I said I would
grow up to be a second grade

Themes
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences

Positive
Interactions/Influences
Positive
Interactions/Influences
Positive
Interactions/Influences
Dream

FIT-Choice
Constructs
Socialization Influences
Socialization Influences
Socialization Influences
Socialization Influences

Socialization Influences
Socialization Influences
Socialization Influences
Self-Perceptions
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teacher
I was one of those people who
was like watch me
The teacher
It was just something I wanted
to do
Second grade teacher showed
interest
Each year it was at least one
teacher that kind of started to
solidify why I wanted to be a
teacher just by showing they
really cared
I just always thought they
cared
My mom saying I don’t know
why you’re going to be a
teacher, you can’t spell
Mother saying you are not a
good reader, how are you
going to read to the children
The negative put more
intrinsic motivation in me to
prove somebody wrong
I saw that my dad dropped out
of high school
He went back to high school
so that he could have a
backing as to why we needed
to stay in school
Spent his whole life within a
mile radius and I swore I
would never do that
I’m going to do something, or
I’m going to get out
I’m going to be able to see the
world
Do something other than stay
in this same area
Parents never mentioned
college
Parents never asked what are
you going to do when you go
to college

Personal Skills

Self-Perceptions

Positive
Interactions/Influences
Dream

Socialization Influences

Positive
Interactions/Influences
Positive
Interactions/Influences

Socialization Influences

Positive
Interactions/Influences
Negative
Interactions/Influences

Socialization Influences

Negative
Interactions/Influences

Socialization Influences

Negative
Interactions/Influences

Socialization Influences

Improved Social Status

Task (Return)

Positive
Interactions/Influences

Socialization Influences

Improved Social Status

Intrinsic Value (Personal
Utility Value

Improved Social Status

Intrinsic Value (Personal
Utility Value
Intrinsic Value (Personal
Utility Value
Intrinsic Value (Personal
Utility Value
Socialization Influences

Improved Social Status
Improved Social Status
Negative
Interactions/Influences
Negative
Interactions/Influences

Self-Perceptions

Socialization Influences

Socialization Influences

Socialization Influences
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Appendix K
Epoche Process: Bracketing Out My Own Experience

As a FGCG who chose to become a licensed Virginia teacher, the researcher had many
experiences that impacted her. The researcher wanted to be a teacher since childhood. As a
young child, the researcher played school almost every day when she got home from school.
Most of the researcher’s Christmas presents were centered on teaching supplies. The
researcher’s two favorite Christmas presents were a teacher’s desk and a chalkboard. The
researcher’s bedroom was her own classroom and in there she let her imagination lead her. The
researcher’s desire to be a teacher never changed throughout life. From kindergarten to 12th
grade, the researcher knew she would be a teacher. The researcher had many teachers along the
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way who influenced her decision to become a teacher; most of them were physical education
teachers and elementary teachers. The researcher was always fascinated with how her teachers
conducted themselves. The researcher’s teachers always seemed to be well organized and
structured. The researcher’s teachers always seemed so well mannered and dressed and carried
themselves professionally.
As far as going to college to become a teacher, the researcher was the first person in her
family to go to college. The researcher knew nothing about how college life was going to be nor
did her parents. The researcher’s parents were proud of her for her accomplishments. The
researcher’s mother and father always knew she would be a teacher and supported her in every
way to attend college. The researcher had many difficulties her first year in college with
academics; the work load was too much for the researcher and the researcher had a hard time
managing her time and studies. The researcher continued to struggle through her junior year. It
was not until the researcher’s senior year of college that she learned how to balance her school
work and life. The researcher actually took a break between her junior year and senior year to go
to work. When the researcher returned her senior year she worked part time, lived off campus,
and went to school. It was then that the researcher really became serious about her education and
learned effective time management and work-life balance.
The choice to become a FGCG licensed Virginia teacher came right after the researcher’s
college graduation. The researcher chose to teach in the city where she graduated college. The
researcher had a familiarity with the city and had some experience in the school system. The
researcher also was influenced by the commitment she had already made to coach the school
division’s varsity softball team. The researcher chose to be FGCG licensed Virginia teacher in
the identified school division and still currently teaches there ten years later.
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When the researcher thinks about the phenomenon of choosing to become a FGCG
licensed Virginia teacher, she thinks that this population has to undergo many obstacles. The
researcher believes that being a FGCG is a demanding task in itself, and to be the first person in
your family to go to college and then become a teacher to share knowledge with others is a
significant accomplishment. The researcher believes that FGCG may often come from families
that do not value or have any experience in educational settings, so to be able to come from that
environment and then become a proponent of education is a great achievement.
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